




















































This	 thesis	 explores	 how	 teachers	 negotiate	 heteronormative	 discourse	 to	 embed	
LGBT+	 inclusive	 education.	 It	 examines	motivations	 for	 prioritising	 this	 work,	 how	









heteronormativity	 can	 be	 disrupted	 in	 schools.	 A	 narrative	 inquiry	methodological	
framework	 is	employed	with	12	UK	participants	 interviewed.	The	principle	 findings	
from	 the	 research	 are	 that	 the	 participants	 are	 powerful	 agents	 in	 disrupting	
heteronormativity	 in	 schools	 and	 through	 critical	 self-reflection,	 engagement	 with	
wider	 networks	 they	 successfully	 build	 support,	 knowledge	 and	 strength	 to	 create	
LGBT+	inclusive	educational	cultures.		Participants	anticipate	challenges	by	developing	
staff	confidence	in	the	wider	language	of	gender	and	sexuality	and	develop	training	to	
challenge	misconceptions	 around	educating	 for	 LGBT+	 visibility.	 These	 findings	 are	
important	as	they	provide	valuable	insights	into	how	teachers	can	exert	their	agency	
in	disrupting	heteronormativity	through	autobiographical	self-reflection	and	through	
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LGBT+:	 This	 stands	 for	 Lesbian,	Gay,	Bisexual,	 Transgender	 and	 the	+	 represents	 all	 other	

























In	 this	 thesis,	 I	 explore	 the	 perceptions	 of	 teachers	 on	 their	 experiences	 of	 embedding	
meaningful	LGBT+	inclusive	education	within	UK	primary	schools.	I	argue	that	much	practice	





in	 the	 curriculum	 through	 annual	 LGBT+	 or	 Black	 history	months	 or	 themed	 days	 where	
diversity	is	explored	in	a	shallow	‘saris,	samosas	and	steel	drums’	(DfES,	2007)	approach.	This	
decontextualizes	 learning,	denying	children	opportunities	 to	engage	with	deeper	 issues	of	
equality,	diversity	and	 inclusivity	 that	 can	allow	students	deeper	understanding	of	others.	
Tokenism	can	be	damaging	as	 it	 can	pathologise	 (Ellis,	 2007)	minority	experience	 thereby	
reinforcing	 stereotypes,	prejudice	and	difference	 (Abdallah-Pretceille,	2006).	Alternatively,	





in	 schools.	 Heteronormativity,	 or	 the	 ‘organizational	 structures	 in	 society	 that	 support	
heterosexuality	as	normal	and	everything	else	as	deviant’	(Donelson	and	Rogers,	2004:	128),	
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dictates,	 through	 its	 all-pervasive	 nature,	 which	 expressions	 of	 gender	 and	 sexuality	 are	
permitted,	 legitimised	and	 favoured	 in	society.	 It	 influences	 the	context	 in	which	teachers	




To	 gain	 a	 deeper	 understanding	 of	 how	primary	 teachers	 can	 embed	 LGBT+	 inclusivity	 in	




from	 participants’	 experiences	 that	 can	 help	 teachers	 to	 move	 beyond	 invisibility	 and	
tokenism	towards	embedding	LGBT+	inclusive	in	their	own	practice.	This	thesis	addresses	an	






understand	 how	 to	 negotiate,	 challenge	 and	 build-up	 support	 networks	 to	 embed	 LGBT+	








explain	why	some	teachers	come	to	prioritise	 this	work.	Capital	provides	a	 framework	 for	
exploring	 the	 resources	 (be	 they	 social,	 cultural	 or	 economic)	 that	 participants	 employ	 in	
realising	 their	 projects	 and	 provides	 implications	 for	 how	 others	 can	 mobilise	 their	 own	
capital	 to	more	easily	embed	LGBT+	 inclusivity	work.	The	field	 is	the	social	arena	 in	which	
participants	work	and	is	the	space	in	which	different	habitus	and	capitals	interact.	The	appeal	
of	Bourdieu’s	conceptual	tools	lie	in	their	inherently	practical	nature	which	can	help	uncover	
the	wealth	of	agency	available	 to	 teachers	and	practical	 steps	 they	can	take	 to	effectuate	
change	when	faced	with	the	all-pervasive	and	abstract	threat	of	heteronormativity.		
	





Bourdieu	 demonstrates	 how	 this	 cycle	 can	 be	 broken	 through	 critically	 challenging	 one’s	
assumptions	 in	 pursuit	 of	 the	 truly	 egalitarian	 aim	 of	 creating	 a	 curriculum	 that	 embeds	
meaningful	engagement	with	a	plurality	of	perspectives.		Furthermore,	an	understanding	of	










their	biographies	 to	understand	 the	 impact	of	heteronormativity	on	 themselves	and	 their	
loved	ones.	It	also	shed	important	insights	into	how	teachers	are	able	to	mobilise	cultural	and	
social	 capital	 to	develop	networks	which	 can	be	drawn	upon	 for	 support,	 knowledge	and	


















I	 find	 that	 stating	 the	 subjectivity	 of	 the	 researcher	 is	 fundamental	 to	 understand	 the	
foundations	 upon	 which	 the	 research	 is	 built.	 As	 Canagarajah	 (1996:	 324)	 reminds	 us,	
research	 subjectivities	 ‘with	 their	 complex	 values,	 ideologies,	 and	 experiences,	 shape	 the	
research	activity	and	findings.’	White	(in	Smith,	2012:	23)	adds	that	by	calling	out	our	own	
















the	 implementation	 of	 LGBT+	 inclusive	 curricula	 in	 primary	 schools	 specifically	 the	 ‘No	
Outsiders’	 project.	 I	 have	 a	 strong	 belief	 in	 equality,	 human	 rights	 and	 a	 belief	 in	 the	
interconnectedness	of	humanity.	Consequently,	whilst	my	beliefs	and	experiences	orient	me	
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towards	 a	 commitment	 to	 LGBT+	 inclusivity	 in	 schools,	 as	 a	 researcher,	 I	 am	 equally	
committed	to	a	strong	reflexivity	throughout	this	study	to	attempt	to	address	bias	resulting	









diversity	 in	 western	 societies	 (Plummer,	 2008,	 Weeks,	 2007	 and	 Nixon,	 2006).	 Evolving	
attitudes	towards	LGBT+	people	has	made	it	easier	for	more	people	to	be	open	about	their	
sexuality.	 Consequently,	with	more	 people	 ‘coming	 out’	more	 people	 come	 to	 know	 and	






identity	 (Epstein	&	 Johnson,	 1998,	Mutchler,	 2002,	 Rivers	&	Carragher,	 2003	 and	Renold,	
2007).	Furthermore,	many	researchers	have	grappled	with	the	relationship	between	sexual	




teachers,	 and	 experiences	 of	 homophobia	 and	 harassment	 in	 schools	 (Ferfolja,	 1998	 and	
MacKenzie-Bassant,	2007).	More	recently,	 researchers	have	explored	the	 impact	of	LGBT+	
inclusive	policy	 in	 schools	 (Jones	and	Hillier,	2012)	and	 its	positive	 impact	on	student	and	

















for	 children	 across	 the	 country	 in	 learning	 about	 LGBT+	 themes,	 issues,	 histories	 and	
identities.	More	widely,	this	highlights	that	efforts	at	LGBT+	inclusive	curricula	rarely	meet	
standards	of	 social	 justice	 education	 as	 they	 are	often	 surface	 level	 efforts	which	neglect	
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deeper	critical	conversations	about	how	systematic	oppression	works	and	can	be	challenged	





society.	 Their	 needs	 are	 increasingly	 gaining	 the	 attention	 of	 the	 wider	 population	 as	
increasing	numbers	of	primary	aged	trans	children	are	actively	seeking	help	through	medical	
channels	(Lyons,	2016).	Moreover,	LGBT+	youth	continue	to	experience	disproportionately	
high	 rates	 of	 bullying	 compared	 to	 their	 peers	 (Gower	 et	 al.	 2017)	which	 can	 affect	 their	
academic	 performance	 (Kosciw	 et	 al,	 2013),	 make	 them	 more	 likely	 to	 engage	 in	 heavy	
drinking	 (Coulter	 et	 al	 2016)	 and	 suffer	 from	 depression	 (Birkett	 et	 al	 2009)	 than	 their	
heterosexual	 counterparts.	 According	 to	questionnaire	 responses	 from	7000	 LGBT+	 youth	




lower	 levels	 of	 wellbeing	 than	 their	 heterosexual	 peers	 (Schraer	 &	 D’Urso,	 2017).	
Furthermore,	almost	half	will	experience	school	bullying	and	one	in	five	will	experience	a	hate	
crime	 due	 to	 their	 sexual	 orientation	 and/or	 gender	 identity	 over	 a	 twelve-month	 period	
(Stonewall,	 2017b).	 It	 is	 important	 to	 note	 that	 poor	mental	 health	 rates	 have	 increased	
across	the	whole	population	over	the	past	ten	years	(NHS	digital,	2014)	and	more	people	are	









I	 advocate	 a	 need	 to	 better	 understand	 the	 factors	 inhibiting	 teachers	 from	 effectively	
embedding	 LGBT+	 inclusivity	 to	 understand	 how	 these	 barriers	 can	 be	 navigated	 and	
overcome.	 Many	 factors	 inhibit	 this	 work,	 starting	 with	 teacher	 training	 courses	 that	
inadequately	prepare	teachers	for	engaging	in	LGBT+	inclusive	education	(Meyer,	2008	and	
Richard,	 2015).	 Ill-prepared	 teachers	 then	 enter	 educational	 spaces	 that	 tend	 to	 closely	
regulate	what	knowledge	is	right	and	permissible	to	teach	in	schools	(Ceplak,	2013	and	Ball,	
2017)	 often	 at	 the	 expense	 of	 equality	 and	 diversity	 teaching.	 Wider	 discourses	 around	
maintaining	the	‘innocence’	of	children	who	need	to	be	protected	from	wider	society	(Morgan	
and	Taylor,	2018)	or	‘difficult	knowledge’	(Britzman,	1998)	often	lead	to	what	Giroux	(1996)	
calls	 a	 ‘Waltdisneyfication’	 of	 the	 curriculum	 which,	 by	 shielding	 children	 from	 society,	
inhibits	 them	 from	 understanding	 themselves	 and	 the	 society	 in	 which	 they	 inhabit.	





project	 (Ferguson,	 2019).	 These	 protests	 can	 foster	 another	 factor	 inhibiting	 this	 work;	
sensationalist	media	coverage	(Morgan	and	Taylor,	2018)	around	LGBT+	education.	I	argue	
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Respectful)	 Education	 Act	 in	 California	 which	 mandates	 an	 LGBT+	 inclusive	 curriculum	






to	 engage	with	 LGBT+	 inclusivity	 in	 embedded,	meaningful	 ways.	 I	 advocate	 sharing	 and	
critically	 reflecting	 upon	 the	 experiences	 of	 those	who	have	 embedded	 this	work	 to	 help	
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inspire	 others.	 Furthermore,	 as	 primary	 school	 is	 the	 age	 when	 children’s	 attitudes,	
perceptions	and	beliefs	about	others	crystallise	(Issacs	and	Bearison,	1986)	the	responsibility	
for	this	work	falls	largely	at	the	feet	of	primary	teachers	who,	alongside	the	family,	have	a	
powerful	 role	 in	 shaping	 the	 terms	 in	which	 young	people	 see	 and	understand	 the	world	
around	them	(Coutrot	and	Elder-Vass,	2011	and	Bourdieu,	1974).	Additionally,	Early	years	and	
primary	 practitioners	 urgently	 need	 training	 to	 support	 transgender	 children	 who	 are	
becoming	increasingly	visible	(Warin,	2017,	Warin	and	Price,	2020).	Evidently,	as	government	












The	 thesis	 is	 split	 into	 seven	 chapters.	 The	 following	 chapter	 engages	with	 the	 literature	
around	LGBT+	inclusivity	and	heteronormativity	in	schools	asking	‘can	students	learn	about	
LGBT+	 identities	 in	 positive,	meaningful	ways?’	 This	 exploration	builds	 a	 foundation	upon	
which	 I	develop	my	own	research.	The	second	question	asks	 ‘can	teachers	actualise	social	
justice	projects	 in	 schools?’	This	question	 is	 important	as	 it	 engages	with	wider	 structural	
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issues	that	can	often	limit	the	effectiveness	of	social	justice	oriented	projects	in	schools.	This	

























their	 practices	 for	 those	 attempting	 this	 work.	 It	 considers	 the	 importance	 of	 building	 a	

























Before	understanding	how	 teachers	 successfully	 embed	 and	 advocate	 for	 LGBT+	 inclusive	
education,	I	find	that	there	is	a	need	to	explore	what	research	has	been	done	already	around	
teacher	attempts	to	educate	about	LGBT+	lives	and	disrupt	heteronormativity	in	schools.	This	







understand	 how	 teachers	 can	 effectuate	 and	 priorities	 social	 justice	 oriented	 inclusivity	
projects.	Consequently,	this	literature	review	aims	to	engage	with	two	key	questions:	firstly,	
‘can	 teachers	educate	students	about	LGBT+	 identities	 in	positive,	meaningful	ways?’	This	















silence’	 (Farrley	 et	 al,	 2017).	 Statistics	 around	 LGBT+	 youth	mental	 health	 problems	 and	










transphobia.	 Teachers	 need	 more	 clear	 examples	 of	 how	 to	 embed	 school	 cultures	 that	
celebrate		LGBT+	lives.	This	must	be	robust	enough	to	overcome	the	notion	that	homo,	bi	and	




the	minute	 students	walk	 through	 the	 school	 gate	 and	 to	 be	meaningful	 and	positive	 for	
students	it	needs	to	become	part	of	the	ethos	and	everyday	practice	of	a	school	(DePalma	
and	Atkinson,	2009b).	Evidently,	to	actualise	this	reality	teachers	need	more	examples	of	how	
to	 embed	 and	 engage	 in	 this	 work	 in	 meaningful	 ways	 and	 this	 experience	 comes	 from	
teachers	who	have	grappled	with	these	issues	over	time	and	understand	the	nuances	of	the	
challenges	educators	face	and	how	they	are	best	overcome.	Researchers	like	Carlile	(2019)	








In	 heteronormative	 society,	 creating	 a	 rich	 curriculum	 that	 celebrates	 LGBT+	 lives	 can	 be	














No	 Outsiders	 participant	 schools	 found	 that	 over	 ten	 years	 later	 homophobia	 remained	
prevalent	 but	 students	 accepted	 and	 spoke	 about	 non-heterosexualites	 through	
sophisticated	equalities	discourse	compared	with	a	school	that	did	not	take	part	and	found	
LGBT+	identities	to	be	‘unacceptable,	unspeakable	and	unintelligible’	(14-15).	This	research	
highlights	 both	 how	 the	 path	 to	 inclusivity	 is	 complex	 and	messy	 but	 ultimately	 hopeful.	
Perhaps	part	of	the	only	partial	success	of	the	‘No	Outsiders’	project	in	this	school	could	be	
down	to	schools	not	having	long-term	support	in	developing	their	projects,	once	researchers	
and	outside	agencies	 left	 the	project	 teachers	may	have	been	unequipped	 to	 continue	 to	
develop	post-heteronormative	spaces.	Evidently,	what	is	needed	is	research	into	how	schools	
create	 and	 sustain	 LGBT+	 inclusive	 cultures	 over	 the	 long-term.	 That	 is	 why,	 to	 achieve	
embedded,	meaningful	 practice	 around	 LGBT+	 lives	 teachers	 would	 benefit	 from	 a	more	
patient	 approach	 that	 can	be	built	 upon	over	 time,	 gently	 pushing	 the	boundaries	 of	 the	
status	quo	and	creating	new	norms	around	LGBT+	inclusivity.	DePalma	and	Atkinson’s	work	
involved	developing	projects	together	through	partnerships	between	universities	and	schools	
and	 together	 analysing	 the	 progress	 of	 their	 shared	 endeavours.	 What	 is	 missing	 in	 the	






help	 teachers	 to	 start	 educating	 for	 LGBT+	 inclusivity.	 Essentialising	 means	 ‘reductively	
simplifying	 a	 complex	 phenomenon’	 (Ellis,	 2007).	 Therefore,	 by	 drawing	 upon	 essentialist	







I	 argue	 that	 this	 can	 be	 an	 essential	 first	 step	 in	 creating	 embedded	 inclusivity	 and	 in	
normalising	 gender	 and	 sexual	 diversity	 (Fuss,	 1989).	 This	 approach	 represents	 a	 starting	
point	 for	teachers	to	engage	 in	LGBT+	 inclusivity	work	and	highlights	how	creating	a	post-
heteronormative	 society	 takes	 time	 and	 sustained	 effort.	 As	 Luhmann	 (1998)	 notes;	 it’s	
illusionary	to	think	that	LGBT+	representation	will	result	 in	a	‘happy	end	to	discrimination’	
(178).	Quick	 fixes	 and	 tokenistic	 approaches	 like	 once	 a	 year	 LGBT+	weeks	may	 be	more	
detrimental	 than	 beneficial	 as	 teachers	 feel	 they	 have	 tackled	 intolerance	 in	 their	 school	
when	real	disruption	of	heteronormativity	demands	constant	attention,	over	time,	to	‘wear	
away	 the	 spring’	 (DePalma	 and	 Atkinson,	 2009c).	 Furthermore,	 LGBT+	 inclusivity	 is	 not	
realised	 by	 one	 or	 two	 schools	 doing	 progressive,	 boundary-defying	 work	 around	 LGBT+	
identities	but	rather	all	schools	adopting	a	patient,	reflective	form	of	strategic	essentialism	
around	LGBT+	lives	which	can	then	be	built	upon	and	embedded	once	students,	parents	and	





















it	 is	 a	 temporary	 first	 step	and	 there	 continues	 to	be	a	 greater	need	 for	 research	around	
understanding	the	perceptions	of	teachers	who	have	moved	beyond	strategic	essentialism	to	
having	 embedded	 LGBT+	 inclusivity.	 This	 research	 can	 then	 provide	 insight	 into	 how	 this	
teaching	 moves	 from	 strategic	 essentialism	 into	 creating	 schools	 which	 embed	 LGBT+	











As	 teachers	 move	 beyond	 strategic-essentialism	 to	 embedding	 practice	 they	 must	 also	
carefully	 consider	whose	 LGBT+	experience	 is	 represented	 in	 the	 curriculum.	 The	 trend	 is	
towards	white,	middle	class	gay	men	(McDermott,	2011).	This	is	problematic	as	it	marginalises	
other	perspectives	like	those	of	black	lesbian	women	whose	invisibility	in	the	curriculum	has	
been	 described	 as	 ‘less	 than	 a	 vapor’	 (Woodson,	 2017).	 This	 lack	 of	 wider	 visibility	 of	
experience	 ends	 up	 reinforcing	 how	 white,	 often	 male	 knowledge	 and	 experience	 are	
privileged	in	school	curriculums.	To	successfully	embed	LGBT+	inclusivity	this	work	needs	to	
be	rooted	 in	 the	wide	range	of	experiences,	voices	and	knowledge	of	 those	being	studied	
(Apple	et	al,	2011).	The	aim	of	LGBT+	inclusive	education	is	to	develop	children’s	acceptance	



















be	 key	 players	 driving	 forward	 inclusivity	 work	 as	 they	 are	 often	 driven	 by	 their	 own	
experiences	of	marginalisation	(Desmarchelier,	2000)	which	become	internalised	and	serve	
as	 a	 catalyst	 to	 prevent	 their	 own	 students	 experiencing	 similar	 levels	 of	 ostracism.	 The	




Whilst	 there	 are	 clear	 benefits	 to	 having	openly	 LGBT+	 teachers	 in	 schools,	DePalma	 and	
Atkinson	 (2009)	 found	 that	 LGBT+	 teachers	 were	 generally	 reluctant	 to	 educate	 about	
sexuality	equality	in	their	schools.	I	argue	that	if	more	teachers	can	be	motivated	to	engage	











(Ferfolja,	 2009).	DePalma	and	Atkinson’s	 (2009a:	96)	 research	with	 LGBT+	 teachers	 found	
many	of	them	toning	down	their	identities	to	make	them	‘safe	for	consumption.’	Arguably,	
this	is	not	just	something	that	LGBT+	teachers	do,	we	all	to	some	extent	self-regulate	as	we	
manage	 our	 behaviour	 in	 alignment	 with	 the	 behavioural	 standards	 of	 wider	 society	
(Bandura,	 2006).	 However,	 it	 is	 particularly	 difficult	 to	 be	 an	 LGBT+	 teacher	 due	 to	 the	
controversial	nature	of	LGBT+	identities	in	schools	and	one’s	sexuality	becomes	a	focus	of	the	
















2016).	 Some	 researchers	 have	 highlighted	 the	 importance	 of	 training	 allies,	 for	 example,	
Macintosh	(1986)	has	advocated	that	dominant	groups	must	unlearn	their	privilege	through	
her	invisible	knapsack	experiment	which	helps	teachers	discover	and	challenge	unconscious	
bias	 around	 race.	 This	 could	 be	 employed	 by	 teachers	 to	 unpick	 bias	 around	 gender	 and	
sexuality	 helping	 to	 develop	 understanding,	 empathy	 and	 motivation	 to	 create	 more	





2003)	 thus	 challenging	 the	 status	 quo.	 If	 all	 teachers	 were	 trained	 to	 recognise	 and	
problematise	their	own	privilege	in	regards	to	gender	and	sexuality	schools	could	make	rapid	
progress	in	disrupting	heteronormativity.	This	could	make	it	easier	for	LGBT+	staff	to	be	open	
giving	 more	 young	 people	 visible	 LGBT+	 role	 models	 and	 creating	 safe	 space	 for	 LGBT+	
teachers.	Ultimately,	for	these	conditions	to	arise	in	primary	schools	there	remains	a	pressing	











This	 section	 focuses	 on	 the	 need	 to	 understand	 both	 the	 constraints	 teachers	 face	 in	
actualising	social	justice	oriented	projects	and	how	those	constraints	can	be	negotiated.	This	













is	 that	 through	 their	 very	 nature	 schools	 perpetuate	 the	 interests	 of	 the	 dominant	






to	progression.	All	of	which	 is	 frustrating	 for	 teachers	dissatisfied	with	the	status	quo	and	




needs	 of	 economic	 productivity	 (Ball,	 2017)	 and	 private	 interests	 (Giffney	 et	 al,	 2009).	
Furthermore,	neoliberalism	or	the	‘universalisation	of	the	enterprise	ethic’	(Apple	et	al	2011)	









I	 argue	 that	 the	 influence	 of	 neoliberalism	 is	 one	 of	 the	 main	 factors	 inhibiting	 robust,	
embedded	 LGBT+	 inclusivity	 education	 as	 it	 reduces	 space	 for	 teachers	 to	 develop	 social	
justice	projects	as	their	attention	is	diverted	towards	being	‘subject	to	a	myriad	of	judgments,	
measures,	comparison	and	targets’	 (Ball,	2017:	58)	 rendering	teachers	 ‘technicians’	 rather	
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than	 professionals	 (Villegas	 and	 Lucas	 2002	 and	Hill,	 2004).	 These	 teaching	 environments	
mean	 teachers	 increasingly	 experience	 spaces	 of	 examination	 and	 surveillance	 which	
Foucault	 (1984)	 has	 described	 as	 elements	 of	 disciplinary	 power.	 These	 environments	
encourage	 teachers	 to	 focus	on	 their	 own	accountability	which	discourages	 collaborative,	







experienced	 as	 pupils	 (Gray	 and	 Harris,	 2015),	 the	 all-pervasive	 nature	 of	 constant	
accountability	pressure	resigns	them	to	‘safe’	methods	of	teaching	(Chubbuck,	2008).	The	fear	
of	being	observed	becomes	ingrained	into	the	teacher’s	consciousness	as	they	begin	to	self-







However,	 it	 is	 important	to	remember	that	whilst	schools	are	 influenced	by	wider	societal	
and	 economic	 forces	 they	 do	 have	 autonomy	 in	 shaping	 school	 culture	 (Potvin,	 2016).	
Additionally,	 that	many	 teachers	 join	 the	 profession	 for	 altruistic	 reasons	 bound	 up	with	
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making	the	world	a	better	place	(Pantić,	2017,	Collay	1998	,1999,	Grumet,	1980,	Hackney	and	
Hogard,	 1999	 and	 Schweisfurth,	 2006)	 means	 that	 the	 profession	 consists	 of	 individuals	
sympathetic	to	social	 justice	oriented	goals.	These	 intentions	to	positively	 influence	young	
lives	must	not	be	underappreciated	in	their	contribution	towards	shaping	school	culture	and	




their	 practice	 as	 Schweisfurth	 (2006),	 who	 researched	 teachers	 educating	 for	 global	
citizenship,	found	that	those	who	are	determined	to	make	social	justice	oriented	pedagogy	a	










a	 ‘new	 authoritarianism’	 on	 education	 (Giroux,	 2004)	 whereby	 neoconservative	 and	
neoliberal	 efforts	 have	 sought	 to	 realign	 education	 to	 serve	 the	 interest	 of	 the	 markets	







Epstein,	 2000).	 This	meant	 teachers	 avoiding	 topics	 related	 to	 LGBT+	 people	 and	 gender	







efforts	 to	 educate	 for	 LGBT+	 inclusivity	 as	 they	 fear	 conflicts	 resulting	 from	 religious	
conservative	 sources	 (Carlie,	 2019	 and	 DePalma	 and	 Atkinson,	 2009b).	 Blum	 (2010:	 148)	
advises	teachers	to	remember	that:	




















issues	 in	 the	hope	of	 creating	more	 egalitarian	 societies	 (Dewey,	 1938).	 Even	within	 rigid	






student	criticality	 to	realise	more	socially	 just	education	spaces	 (see;	Dewey,	1938,	Freire,	
1977	 and	 Schor,	 1996).	 Teachers	 can	 draw	 from	 theorists	 like	 Freire	 whose	 concept	 of	
‘problem	 posing’	 education	 can	 enable	 students	 to	 grapple	 with	 their	 concerns	 and	
experiences	of	wider	society	in	the	classroom	to	empower	them	to	make	change	in	their	own	




promote	 meaningful	 engagement	 with	 social	 justice	 issues	 when	 students	 are	 given	 the	
critical	 thinking	 skills	 to	develop	acceptance	and	 ‘deconstruct	 their	 social	 and	educational	
locations’	 (DePalma	&	 Atkinson	 2009a:	 47).	 Once	 developed,	 these	 skills	 can	 be	 used	 by	
teachers	to	help	students	critique	the	beliefs	and	worldviews	that	perpetuate	homo,	bi	and	






























dispositions	 (Archer,	 2003).	 Exploring	 teachers’	 internal	 conversations	 in	 regards	 to	 their	
LGBT+	 inclusivity	 work	 could	 provide	 valuable	 insights	 into	 how	 teachers	 can	 ‘mediate	
structural	 and	 cultural	 properties	 and	 also	 creatively	 contribute	 to	 their	 transformation’	
(Archer,	2003b:	38).	 This	 could	help	understand	 the	 type	of	 reflection	 teachers	who	have	
successfully	embedded	inclusivity	education	engage	in	and	its	implication	for	aiding	others	to	
embed	 this	 work.	 Archer	 explains	 that	 individuals	 exhibit	 different	 types	 of	 reflexive	
personality	types,	the	first	is	the	communicative	reflexive	who	talks	through	their	thoughts	






‘conscience	 of	 society’	 (277).	 Archer’s	 work	 offers	 a	 needed	 expansion	 on	 the	 role	 of	
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implications	 for	 helping	 teachers	 understand	 how	 to	 interrogate	 the	 effects	 of	





their	 thinking	public	and	subject	 to	discussion	 (Osterman,	1990).	This	 then	helps	 teachers	
better	understand	 the	 root	 causes	of	 oppression	which	positions	 them	 to	 respond	 to	 the	
causes	 rather	 than	 treating	 the	 symptoms	 (Picower,	 2016)	 through	 tokenistic	 teaching.	 In	
terms	of	embedding	LGBT+	inclusive	education	this	involves	developing	the	critical	thinking	
skills	necessary	to	understand	other	forms	of	oppression	and	marginalisation	in	society	and	
crucially	 empowering	 students	 to	 act	 to	 challenge	 injustice	 in	 their	 own	 lives	 and	
communities.		
	






how	 ideology	 works	 within	 us	 and	 against	 us	 whilst	 ‘furthering	 the	 interests	 of	 others’	
(Brookfield,	 2009:293).	 This	 research	 then	needs	 to	 account	 for	 the	ways	 teachers	 reflect	









The	 first	 section	 highlighted	 how	much	 teaching	 around	diversity	 and	 LGBT+	 inclusivity	 is	
characterised	first	by	its	 invisibility	and	then	by	its	tokenism.	The	lack	of	engagement	with	
LGBT+	 inclusivity	 has	 been	 bound	 up	 with	 of	 the	 legacy	 of	 Section	 28	 and	 successive	
governments	that	have	not	acted	enough	to	promote	LGBT+	inclusivity	 in	schools	since	 its	
repeal	 in	 2003.	 The	 concept	 of	 strategic	 essentialism	was	 explored	 in	 understanding	how	
teachers	can	begin	to	incorporate	robust	LGBT+	inclusive	practice	within	their	schools.	This	
section	emphasised	the	delicate	nature	of	this	work	and	that	a	pragmatic	approach	is	initially	
needed	 before	 teachers	 can	 embed	 this	 work.	 This	 section	 highlighted	 how	 there	 is	 an	
absence	of	work	in	the	literature	around	the	experiences	and	perceptions	of	teachers	who	




upon	 the	 experiences	 and	 lives	 presented	 to	 their	 students.	 This	 section	 concluded	 by	
exploring	the	potential	of	LGBT+	teachers	as	role	models	in	the	classroom	whose	visibility	can	
meaningfully	 interrupt	 heteronormativity	 and	 help	 embed	 an	 ethos	 of	 LGBT+	 equality.	
Fundamentally,	whilst	more	out	LGBT+	teachers	provide	visibility	and	role	models	for	young	
people,	it	remains	the	choice	of	each	individual	to	talk	about	their	private	lives	in	schools	and	
time	must	be	 spent	engaging	allies	 to	embed	 this	work	as	 it	 should	not	 fall	 solely	on	 the	
shoulders	of	minority	teachers.		
	





teachers	 to	 perform	 and	 achieve	 targets	 related	 to	 English	 and	Maths	 results.	 However,	









The	 principle	 implications	 from	 this	 literature	 review	 are	 that	 there	 is	 a	 need	 for	 more	



























After	 having	 highlighted	 the	 need	 for	 further	 research	 into	 how	 teachers	 can	 disrupt	
heteronormativity	over	time	this	next	section	explores	how	Bourdieu’s	conceptual	tools	of	









In	 the	 previous	 chapter,	 I	 examined	 how	 some	 researchers	 (Ceplak,	 2013,	 DePalma	 and	
Atkinson,	 2009,	 DePalma	 and	 Jennett,	 2010)	 have	 explored	 how	 teachers	 disrupt	
heteronormativity	in	schools.	My	thesis	furthers	their	work	in	a	number	of	ways.	Firstly,	by	
engaging	 with	 the	 experiences	 of	 teachers	 who	 have	 embedded	 post-heteronormative	
cultures	over	time	and	secondly	through	applying	Bourdieu’s	concepts	to	their	experiences	
to	offer	fresh	insights	into	how	they	can	engage	critically	with	their	own	habitus	to	understand	
how	 heteronormativity	 has	 impacted	 their	 own	 lives.	 Additionally,	 I	 examine	 how	 they	
employ	forms	of	cultural	and	social	capital	to	develop	networks	of	strength,	knowledge	and	
support	 to	 create	 post-heteronormative,	 LGBT+	 inclusive	 cultures	 in	 schools.	 I	 argue	 that	
applying	 Bourdieu’s	 concepts	 helps	 better	 understand	 how	heteronormativity	 reproduces	
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inequality	between	different	genders	and	sexual	orientations.	Through	sustained	interruption	
of	 heteronormativity	 teachers	 can	 shift	 the	 status	 quo	 developing	 post-heteronormative	
spaces	through	the	creation	of	LGBT+	inclusive	collective	habitus.		
	
This	 chapter	 is	 composed	 of	 three	 sections.	 The	 first	 section	 introduces	 the	 concept	 of	
heteronormativity	and	its	impact	in	the	classroom.	The	second	section	introduces	Bourdieu’s	
conceptual	 tools	 of	 habitus,	 capital	 and	 field	 and	how	 they	 can	be	used	 to	 help	 teachers	






Butler	 through	 her	 concept	 of	 the	 heterosexual	 matrix	 (Butler,	 1990).	 Heteronormativity	
focuses	on	the	dominant	position	of	heterosexuality	 in	society	which	favours	heterosexual	





society	as	 it	 affects	our	perceptions	of	minority	 sexualities	which	are	 rendered	abnormal.	
Furthermore,	 its	 rigidity	 reduces	 our	 collective	 capacity	 to	 cope	 with	 ambiguity.	
Heteronormativity	has	traditionally	been	promoted	by	the	church	although	today	it	is	equally	
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relation	 to	 the	 norm’	 (Halperin,	 1995:	 62)	 aims	 to	 subvert	 the	 entire	 concept	 of	 identity	
(Thurer,	2005)	through	resisting	social	norms	and	dominant	ways	of	knowing	(Potvin,	2016).		
The	disruption	of	heteronormativity	has	long	been	one	of	the	key	aims	of	queer	theory	which	





Schools	 play	 an	 integral	 role	 in	 perpetuating	 heteronormativity.	 As	 noted	 in	 the	 previous	
chapter,	 schools	 function	 as	 ‘ideological	 state	 apparatuses’	 (Althusser,	 1971:	 137)	 which	
perpetuate	 the	 status	 quo	 furthering	 the	 interests	 of	 the	 dominant	 (heterosexual)	 elite	
(Santomé	in	Apple	et	al.	2011).	In	recent	history,	Section	28	has	had	the	longest	lasting	effect	
on	how	heteronormativity	has	been	upheld	 in	UK	schools.	Section	28	was	 inspired	by	 the	
reading	of	a	children’s	story	about	a	dad	and	his	boyfriend	in	primary	schools	in	the	late	1980s	
which	sparked	some	public	condemnation	leading	to	government	intervention	to	ensure	that	
children	need	to	 ‘be	taught	 to	respect	 traditional	moral	values’	 (Thatcher,	1987).	Since	 its	











of	 sexuality	 (Giffney	 and	 O’Rourke,	 2009).	 It	 is	 a	 form	 of	 biopolitics	 that	 influences	 how	
students	 think	 and	 behave	 (MacIntosh,	 2007).	 For	 teachers,	 this	 would	 involve	 an	
understanding	of	how	heterosexuality	 is	privileged	 in	the	classroom	through	heterocentric	
curricula	(Mills,	2012)	which	excludes	other	identities	in	school	contexts	and	serves	to	reify	
heterosexuality	 as	 the	 norm	 (DePalma	 and	 Atkinson,	 2009a).	 Heteronormativity	 is	














behaviour	based	upon	the	gender	of	 the	children	they	teach	 (Jones,	2010).	Teachers	 then	
begin	 taking	 steps	 to	 disrupt	 heteronormativity’s	 impact	 as	 a	 primary	 system	 of	 power	











concepts	 of	 habitus,	 capital	 and	 field	 as	 a	 new	 theoretical	 lens	 to	 tease	 out	 further	
perspectives	 around	 how	 teachers	 disrupt	 heteronormativity	 and	 establish	 post-
heteronormative	cultures	over	time.	Consequently,	I	argue	that	a	deeper	understanding	of	








The	 first	 concept	 I	engage	with	 in	 this	 thesis	 is	 that	of	 the	habitus	which	Bourdieu	 (1977)	
conceptualises	as:		
a	 system	 of	 lasting,	 transposable,	 dispositions	 which,	 integrating	 all	 past	 experience,	
functions	at	every	moment	as	a	matrix	of	perceptions,	appreciations	and	actions.		
Habitus	helps	understand	a	person’s	values,	worldview	and	dispositions	as	 they	act	 in	 the	
world.	The	habitus	creates	‘common	sense’	(McNay,	1999)	and	allows	an	agent	to	navigate	
the	world	without	 constant	 reflection	on	each	experience	 (Sinclair,	 2017:2).	 Bourdieu	has	
stated	 the	 central	 role	 heteronormativity	 plays	 in	 the	 creation	 of	 the	 habitus	 (Bourdieu,	
1991:23)	and	has	written	about	heteronormativity’s	role	within	the	habitus	as:		








schooling	 in	 shaping	 the	 habitus	 through	 our	 interaction	 with	 others	 (Bourdieu,	 1990).	
Consequently,	schools	have	a	powerful	influence	in	the	formation	of	the	collective	habitus	of	
the	 children	 in	 their	 care.	 Teachers	 can	 make	 choices	 that	 can	 either	 reinforce	










on	 their	 own	 habitus	 and	 how	 they	 help	 children	 to	 develop	 LGBT+	 inclusive	 habitus.	 Of	
significant	interest	is	how	teachers	help	children	negotiate	competing	worldviews	where	the	
habitus	developed	 in	 the	 family	does	not	 reconcile	with	an	 LGBT+	 inclusive	habitus	being	
developed	in	the	school.	As	we	develop	and	became	adults	the	habitus,	which	has	a	collective	
element	(Kelly	and	Lusis,	2006),	will	have	been	at	the	mercy	of	competing	worldviews	and	
ideologies,	 some	of	which	will	 have	 been	 compatible	 and	 some	 incompatible	with	 LGBT+	
inclusivity.	With	LGBT+	inclusivity	work	this	is	most	likely	to	manifest	in	religious	freedoms	
conflicting	 with	 gender	 and	 sexual	 minority	 rights	 (Martino	 and	 Potvin,	 2016).	 Bourdieu	
(2000)	describes	a	clash	of	contradictory	habitus	as	a	‘habitus	clivé’	where	one	experiences	
two	 opposing	 habitus	 at	 the	 same	 time.	 Bourdieu	 (2000)	 experienced	 this	 himself	 as	 his	











In	 addition	 to	 critically	 reflecting	 upon	 their	 habitus	 and	 the	 role	 in	 plays	 in	 teachers	
perpetuating	heteronormativity,	Bourdieu’s	concept	of	capitals	can	provide	further	insights	
into	the	resources	teachers	have	at	 their	disposal	 to	 interrupt	heteronormativity	and	how	
they	can	be	best	deployed	to	achieve	that	aim.		
	
An	understanding	of	how	agents	deploy	 capitals	 can	help	 to	understand	why	 some	 social	
agents	exert	more	agency	 in	a	 field	 than	others	and	are	better	equipped	to	realise	LGBT+	
inclusivity	projects.	There	are	many	forms	of	capital	(economic,	social,	symbolic	and	cultural)	
which	represent	resources	brought	to	a	field	and	are	indicative	of	how	different	actors	are	
positioned	with	more	or	 less	power	 in	 society.	 The	 forms	of	 capital	most	 relevant	 to	 this	
research	are	cultural	and	social.	Cultural	capital	refers	to	an	individual’s	personal	assets,	for	
example;	they	may	use	academic	qualifications	or	embodied	capital	derived	from	past	work	
experience	and	cultural	experience	 to	give	 them	perceived	knowledge	 (Joy	et	al,	 2018)	 in	
advocating	the	benefits	of	LGBT+	inclusivity	education.	Additionally,	an	exploration	of	how	
participants	use	social	capital,	which	consist	of	networks,	social	standing	and	membership	of	
social	 groups	 (Morberg	 et	 al,	 2012)	 can	 help	 understand	 how	 teachers	 draw	on	 different	
networks	 to	 support	 their	 projects	 especially	 when	 facing	 challenges.	 Social	 capital	 is	
particularly	 useful	 in	 understanding	 how	 participants	 negotiate	 structural	 constraints	 in	
implementing	their	LGBT+	inclusivity	work	as	schools	are	social	places	where	progress	and	
action	 relies	on	 smooth	communication.	To	make	progress	happen,	 they	need	agreement	
amongst	 a	 range	 of	 stakeholders	 including	 teachers,	 students,	 leaders,	 parents	 and	
governors.	 Successful	 participants	 will	 need	 to	 ‘enable	 participants	 to	 act	 together	more	
effectively	 to	 pursue	 shared	 objectives’	 (Putnam,	 1995:	 664)	 to	 effectuate	 projects	 they	
	 56	
cannot	complete	on	their	own	(Minkler,	2014).	Social	capital	 is	particularly	relevant	to	this	
project	 due	 to	 the	 interpersonal	 natural	 of	 agency	 (Pyhältö	 and	 Keskinen,	 2012)	 in	
effectuating	 lasting	 change.	 Smyth	 et	 al	 (2012)	 go	 further	 in	 arguing	 that	 little	 change	 is	
possible	in	acting	individually	advocating	for	the	need	to	engage	in	collective	commitment	to	
ideas.	The	implication	here	is	that	for	teachers	to	be	successful	in	embedding	LGBT+	inclusivity	






the	norms	and	values	of	 their	 school.	A	deeper	understanding	 is	needed	of	how	teachers	
develop	 their	 social	and	cultural	 capital	 in	pursuit	of	LGBT+	 inclusivity	goals.	How	do	 they	





















habitus	 that	 are	 non-compatible	 with	 LGBT+	 inclusivity	 they	must	 find	 ways	 to	 reconcile	
competing	belief	systems.	This	means	that	a	field	can	be	a	battlefield	or	a	playground,	a	site	







ways	 dependent	 upon	 the	 constitution	 of	 their	 habitus	 and	 capitals	 at	 any	 point	 in	 their	
career.	 Is	 it	easier	for	more	experienced	teachers	to	engage	in	this	work	as	they	are	more	














lies	 in	 the	 rigid	 nature	of	 the	habitus	 itself.	 Coutrot	 and	Elder-Vass	 (2011)	 argue	 that	 the	
habitus	tends	to	make	us	reproduce	the	existing	structure	of	society	reproducing	the	status	
quo.	 This	 aligns	with	 a	wider	 critique	of	 Bourdieu	 that	 his	 concept	 is	 overly	 deterministic	
(Butler,	 1999,	 Coutrot	 and	 Elder-Vass,	 2011	 and	 Sayer,	 2010).	 He	 has	 been	 criticised	 for	
neglecting	 the	 role	 of	 critical	 reflection	 in	 the	 formation	 of	 the	 habitus.	 How	 then	 can	 a	
construct	which	perpetuates	common	sense	be	used	to	disrupt	the	heteronormative	status	
quo?		Some	argue	that	there	is	potential	for	critical	reflection	in	his	framework	(Adkins	,2004,	
and	 Skeggs,	 2004).	 These	 moments	 of	 critical	 reflection	 and	 rupture	 are	 integral	 in	
understanding	 how	participants	 questioned	 heteronormativity	 and	 began	 to	 advocate	 for	








of	meaning	 into	 opportunities	 for	 transformation	 (Costa	 and	Murphy,	 2015	 and	Oliver	 &	
O’Reilly	2010).	This	means	that	the	habitus	is	not	completely	static	and	can	be	reconfigured	










constructs	 an	 undersocialized	 “queer”	 subject	 with	 little	 connection	 to	 the	 empirical	
world	and	the	social	historical	forces	that	shape	sexual	practice	and	identity.	
Bourdieu’s	 concepts	 can	help	 to	 reprioritise	 the	 role	of	 the	 social	 in	 the	 construction	and	
deconstruction	of	sexual	identities.	The	concept	of	capital,	for	example,	can	help	illuminate	






the	 concept	 of	 heteronormativity	 and	 how	 it	 manifests	 in	 schools.	 It	 examined	 the	 role	
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teachers	 play	 in	 (often	 unconsciously)	 perpetuating	 heteronormativity	 through	 their	











better	 understand	 how	 teachers	 help	 students	 navigate	 competing	 habitus	 reconciling	
alternate	points	of	view	around	LGBT+	identities	and	equality.	The	next	section	explored	the	
role	 of	 capital	 in	 helping	 teachers	 to	 overcome	 structural	 constraints	 and	 examined	 how	
teachers	each	have	different	amounts	of	capital	 that	 they	can	deploy	 to	help	 realise	 their	
LGBT+	inclusivity	projects.	I	argued	that	there	is	a	need	to	understand	how	teachers	deploy	
their	capital	to	develop	networks	within	and	outside	of	the	school	they	work	in	as	sources	of	
strength,	 support	and	knowledge	when	 realising	 their	 LGBT+	 inclusivity	projects.	The	next	
section	explored	the	concept	of	field	which	is	the	space	in	which	habitus	and	capitals	interact	





how	 teachers	 disrupt	 heteronormativity.	 I	 argue	 that	 the	 main	 difficulty	 lies	 in	 the	 rigid	
structure	 and	 deterministic	 nature	 of	 the	 habitus	 itself.	 However,	 if	 teachers	 are	 able	 to	
critically	reflect	on	key	moments	of	rupture	within	their	habitus	there	are	possibilities	for	real	
























The	aim	of	 this	 thesis	 is	 to	explore	how	 teachers	negotiate	heteronormative	discourse	 to	
embed	LGBT+	inclusive	education.	It	aims	to	understand	their	motivations	for	prioritising	this	
work	and	how	they	negotiate	structural	constraints	to	draw	out	recommendations	for	and	
inspire	 other	 teachers	 to	 embed	 LGBT+	 inclusivity	 education	 within	 their	 own	 practice.	
Heteronormativity	and	Bourdieu’s	conceptual	 tools	of	capital,	habitus	and	 field	are	drawn	
upon	 to	 help	 in	 understanding	 how	 these	 participants	 come	 to	 act	 and	 negotiate	 the	
challenges	they	encountered.	As	the	research	is	rooted	in	understanding	participants’	values,	
beliefs	 and	perceptions	 as	well	 as	 their	 own	 lived	 experience,	 I	 needed	 a	methodological	




Consequently,	 due	 to	 the	 exploratory	 nature	 of	 this	 research	 a	 qualitative	 approach	was	
deemed	most	appropriate	and	a	narrative	inquiry	framework	was	selected.	This	framework	
allowed	space	for	participants	to	share	their	stories	and	tapped	into	the	biographical	element	
that	was	central	 to	 the	aim	of	understanding	participants’	motivations	 to	prioritise	LGBT+	











sample.	 Then	 the	 research	 tools	 of	 questionnaire	 and	 narrative	 biographical	 interview	
method	are	presented.	The	following	section	explores	what	was	learnt	from	the	pilot	study	
and	 how	 it	 influenced	 the	 research	 design.	What	 follows	 is	 a	 section	 on	 how	 coding	 and	

























advocate	 for	 and	 embed	 LGBT+	 inclusivity	 practice	 we	 can	 begin	 to	 understand	 their	
motivations	and	experience	negotiating	 constraints.	 	 Their	narratives	 can	be	used	 to	help	
others	 understand	 and	make	meaning	 of	 their	 own	practice.	 Engaging	with	 narrative	 is	 a	









how	 narratives	 can	 only	 ever	 achieve	 verisimilitude	 (Bruner,	 1991)	 and	 that	 stories	 are	
complex,	messy	and	have	no	final	point	of	arrival	as	they	evolve	over	time	(Freeman	in	De	
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Fina	 and	Georgakopoulou,	 2015)	 as	 the	 storyteller	 is	 influenced	by	 new	perspectives	 and	
insights.		
	
Researchers	 interested	 in	 social	 justice	 narratives	 must	 be	 mindful	 of	 how	 narrators	 are	
treated.	I	was	conscious	that	I	did	not	want	to	treat	interviewees	as	‘story-telling	machines’	
(Kaźmierska	in	Fikfak,	2004:	157).	Consequently,	I	endeavoured	to	share	as	much	of	my	own	
experience	educating	 for	 LGBT+	 inclusivity	 in	 the	 spirit	of	 collaboration,	participants	were	




























could	 both	 benefit	 others,	 be	 strengthened	 and	 affirmed.	 Ultimately,	 I	 was	 mindful	 of	















Before	 collecting	 data,	 I	 applied	 for	 and	 was	 granted	 ethical	 approval	 from	 Lancaster	
University.	 In	 terms	of	data	management,	each	 interview	was	audio-recorded,	 transcribed	
and	stored	on	an	encrypted,	password	protected	device.	Once	I	had	transcribed	the	data	it	
was	shared	with	participants	who	had	the	option	to	review	it	and	add	reflections	or	redact	
sections	with	 hindsight.	 These	member	 checks	 helped	 bring	 validity	 to	 the	 research.	 This	
process	was	helpful	as	several	participants	added	further	reflections	they	remembered	since	
their	interview.	Anonymity	was	guaranteed	through	a	consent	form	and	any	information	that	







engagement	 with	 the	 literature	 that	 there	 may	 be	 a	 limited	 number	 of	 teachers	 in	 this	








achieved	 a	 Stonewall	 bronze,	 silver	 or	 gold	 award1	 and	 then	 contacted	 them	 directly	 to	
enquire	about	participants.	Additionally,	a	call	 for	participants	was	 issued	on	social	media.	












































































































































































































Candidates	were	 first	 sent	 a	 short	 questionnaire	 (see	Appendix	B)	which	 aimed	 to	 collect	















When	 considering	 how	 best	 to	 conduct	 interviews	 for	 this	 thesis,	 I	 needed	 an	 interview	
method	that	would	enable	participants	to	engage	in	reflection	across	their	whole	lives	to	help	
understand	 their	 advocacy	 for	 LGBT+	 inclusive	 education.	 Accordingly,	 a	 narrative	
biographical	 method,	 which	 was	 developed	 by	 Shütze	 (1992)	 and	 Rosenthal	 (2005),	 was	
chosen	as	 it	prioritises	the	role	of	an	 individual’s	biography	 in	helping	to	understand	their	
experience.	 It	 attempts	 to	 merge	 ‘the	 objective	 features	 of	 the	 subject’s	 life	 with	 the	
subjective	meaning	attached	to	life	experience’	(Denzin,	1989:	54-55).	It	is	a	powerful	tool	to	
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There	 are	 three	 parts	 to	 the	 BNIM	 process:	 firstly,	 participants	 are	 asked	 to	 share	 their	
personal	life	stories	with	the	interviewer,	secondly	they	are	asked	questions	resulting	from	
the	 sharing	 of	 the	 life	 story	 and	 the	 final	 part	 revolves	 around	 questions	 focused	 on	 the	
primary	subject	of	the	research:	their	experiences	of	embedding	LGBT+	inclusive	education.	







beliefs	 and	 perceptions	 (Burke,	 2011)	 to	 understand	 how	 their	 identity	 and	 habitus	 have	
developed.	Admittedly,	 it	can	be	difficult	to	 locate	the	habitus	(Bourdieu,	1987)	however	I	
find	 that	 BNIM,	 with	 its	 focus	 on	 biography,	 brings	 into	 focus	 repetition	 of	 actions	 and	
attitudes	which	are	the	foundations	of	habitus.	Additionally,	the	storytelling	resulting	from	
BNIM	results	in	‘thick’	narrative	accounts	(Szczepanik	and	Siebert,	2016)	which	can	help	foster	
a	 sense	 of	 security	 in	 the	 person	 offering	 the	 narration	 and	 crucially	 offers	 a	 closer	




must	 be	 sought	 between	 these	 influences	 and	 biographical	 work.	 The	 way	 I	 chose	 to	
acknowledge	this	was	through	a	particular	attention	to	how	the	participants	perceive	others	
opinions	and	effects	on	 them,	 I	 hoped	 that	 this	would	 reveal	details	 about	what	external	
factors	 allowed	 or	 inhibited	 their	 transgression	 of	 norms	 through	 their	work	 to	 interrupt	
heteronormative	discourse	through	LGBT+	inclusive	education.	This	meant	an	engagement	




































educating	 for	 and	 embedding	 LGBT+	 education.	Most	 participants	were	 in	 their	 twenties	
which	could	reflect	wider	generational	changes	in	regards	to	acceptance	of	LGBT+	inclusive	
education.	All	 the	teachers	 interviewed	had	been	teaching	and	trained	since	the	repeal	of	





studying	 the	 experiences	 of	 particular	 gender	 or	 sexuality	 experience	 but	 rather	 on	 the	
successful	embedding	of	LGBT+	inclusivity	I	did	not	feel	I	needed	to	ensure	that	every	gender	












skype	 and	 a	 couple	 via	 telephone.	 The	 participants	 were	 presented	 with	 the	 interview	
questions	(see	Appendix	A)	at	least	one	week	before	the	interview.	The	interview	questions	










I	 found	 participants	 keen	 to	 share	 their	 stories.	 There	 was	 an	 openness	 and	 desire	 they	
expressed	 for	 more	 teachers	 to	 engage	 in	 this	 type	 of	 work.	 I	 found	 sharing	 my	 own	
experiences	 helped	 to	 break	 down	 the	 power	 hierarchy	 associated	with	my	 position	 as	 a	
researcher	as	my	own	openness	about	being	an	LGBT+	teacher	educating	for	LGBT+	visibility	





of	 a	 desire	 to	 fill	 silence	 perhaps	 to	 extinguish	 feelings	 of	 awkwardness	 I	 associate	

















Coding	helped	me	 to	 keep	 grounded	 in	 the	data	 focusing	on	what	was	being	 said	 by	 the	
participants.	 Whilst	 initial	 coding	 I	 added	 memos	 to	 codes,	 memos	 were	 my	 emerging	




Engaging	 in	 parental	 discussions.																						 Consulting	parents.		
Sharing	LGBT+	materials	with	parents.		
The	initial	codes	on	the	left	were	condensed	down	into	the	more	general	category	or	theme	
of	 consulting	 parents,	 this	 helped	 to	make	 the	 data	more	manageable.	 By	 allowing	more	

























Once	 the	 themes	had	been	mapped	onto	 the	 research	questions	 I	began	 to	 structure	 the	
thesis	 using	 the	 themes	 to	 decide	 the	 content	 of	 each	 analysis	 chapter.	 Rather	 than	
presenting	data	individual	by	individual	I	chose	to	organise	it	by	themes	this	helped	illustrate	





















the	most	 suitable	method	 to	 choose	 participants	 who	would	 elicit	 rich	 data	 for	 analysis.	









































inclusivity	 work.	 The	 chapter	 aims	 to	 achieve	 this	 through	 examining	 the	 experiences	 of	
teachers	 who	 have	 successfully	 embedded	 LGBT+	 inclusive	 practice	 within	 their	 fields	 of	
practice	to	draw	out	implications	for	other	teachers	attempting	or	considering	this	work.	This	
chapter	asks	participants	to	identify	key	moments	throughout	their	lives	that	have	provided	







experiences	 as	 students	 and	 their	 encounters	 with	 homo,	 bi	 and	 transphobia,	 how	 they	
negotiated	sexuality	and	the	family	and	reflections	upon	the	influence	of	wider	societal	issues	
pertaining	to	the	LGBT+	community.	This	involved	an	engagement	with	Bourdieu’s	concept	
of	 habitus	 as	 I	 sought	 to	 understand	 how	 teachers	 rupture	 heteronormative	 habitus	 and	
reconstitute	it	as	an	LGBT+	inclusive	habitus.	The	second	section	draws	out	the	wider	personal	




























(Bourdieu,	 1977)	 and	 significantly	 impacts	 professional	 decision	 making	 and	 practice	 as	




















The	 implication	 of	 Alexander’s	 experience	 is	 that	 teachers	 who	 have	 experienced	









unwittingly	 perpetuating	 the	 marginalisation	 they	 may	 have	 felt	 growing	 up.	 If	 these	
moments	 of	 rupture	 are	 carefully	 reflected	 upon	 (Nolan	 2015)	 then	 they	 can	 provide	






crises,	 in	 which	 the	 routine	 adjustment	 of	 subjective	 and	 objective	 structures	 is	
brutally	disrupted,	constituted	a	class	of	circumstances	when	indeed	‘rational	choice’	
may	take	over.	(Bourdieu	and	Wacquant,	1992:	131).		
His	 rational	 choice	 being	 that	 he	 does	 not	 want	 to	 perpetuate	 heteronormative	 thinking	
which	 led	to	his	own	sense	of	marginalisation	growing	up.	Through	his	experience	he	was	
faced	 with	 an	 educational	 system	 which	 through	 perpetuating	 heteronormativity	 was	




and	 reckoning	 that	 Alexander	 was	 able	 to	 disrupt	 the	 status	 quo	 and	 actualise	 more	
egalitarian	spaces	in	schools.		The	wider	implication	is	that	teachers	need	time	for	reflection	













when	 entering	 new	 inclusive	 fields	 incompatible	 with	 her	 childhood	 habitus.	 For	 Charlie	
growing	up	gay	he	found	a	lack	of	visibility	at	both	school	and	home:		





























ease	 apparent	 in	 her	 own	 straight	 relationship	 and	 how	 complicating	 being	 born	 non-





Here	 the	 wider	 implication	 for	 teachers	 is	 that	 biographical	 reflection	 opportunities	 for	
repositioning	may	foster	moments	of	habitus	rupture	to	help	develop	motivation	to	educate	
for	 LGBT+	 inclusivity.	 This	 repositioning	 is	 key	 for	heterosexual	 teachers	who	may	be	 less	
personally	 impacted	 by	 heteronormativity	 and	 who	 may	 not	 have	 experienced	
marginalisation	 themselves	 (like	 Alexander	 in	 the	 previous	 section).	 Sarah’s	 experience	
demonstrates	our	own	sense	of	marginalisation	is	not	the	only	route	to	become	motivated	to	
engage	in	this	work	but	by	taking	time	to	empathise	with	the	marginalisation	of	others	can	





























unpack	 the	privileges	associated	with	 race	 this	 can	be	 co-opted	 to	help	 teachers	 face	 the	
advantages	and	disadvantages	associated	with	their	own	gender	and	sexuality	 to	begin	 to	
reposition	themselves	through	the	eyes	of	those	marginalised	by	heteronormativity.	Some	

















in	a	global	economy	 (Ball,	2017).	They	were	keen	 to	use	 their	 roles	as	educators	 for	anti-
oppressive	 (Kumashiro,	2004)	purposes	that	helped	effectuate	their	social	 justice	oriented	









their	 practice.	Oliva	made	 this	 alignment	 and	described	how	her	motivation	 to	 engage	 in	








These	 statistics	haunted	Olivia	making	 it	 feel	wrong	not	 to	act.	 Like	Sarah	before,	we	 see	
Olivia,	 who	 identifies	 as	 heterosexual,	 repositioning	 herself,	 not	 as	 imagining	 growing	 up	
queer,	 but	 as	 having	 been	 complicit	 in	 being	 a	 ‘custodian	 of	 silence’	 (Farrley	 et	 al	 2017)	
resulting	in	the	death	of	a	hypothetical	student	in	her	care.	Whilst	alarming,	these	statistics	
are	powerful	and	as	Flores	(2014)	has	shown	can	be	a	valuable	motivator	in	changing	attitudes	
and	 invoking	 empathy	 in	 parents	 and	 teachers.	 Advocating	 for	 and	 embedding	 LGBT+	




inclusivity	 advocacy	 as	 a	 way	 of	 aligning	 their	 values	 and	 practice.	 Having	 considered	





their	 practice	 they	 experienced	 wider	 benefits	 related	 to	 their	 own	 professional	
development,	 empowerment	 and	 feeling	 of	 more	 closely	 aligning	 their	 values	 with	 their	
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often	 strengthened.	 This	was	 illustrated	 in	 how	 they	 often	 challenged	 parents	who	were	
unsupportive	of	the	initiative	and	wanted	to	withdraw	their	children	from	lessons.	For	many	
of	 the	participants	 their	 interactions	with	unsupportive	parents	 and	 colleagues	 confirmed	
their	 own	 fears	 about	 the	 lack	 of	 inclusivity	 and	 equality	 in	 society.	 Sophie	 describes	 her	
reaction	to	homophobic	comments	from	parents:		






Rather	 than	 yielding	 to	 parental	 demands	 or	 being	 put-off	 by	 their	 response	 they	
strengthened	her	resolve	to	work	harder	to	establish	equality	education	to	counteract	the	
negative	messages	children	were	receiving	at	home	around	gender	and	sexuality.	Sarah	had	
a	 confrontation	 with	 a	 parent	 whose	 daughter	 had	 insisted	 that	 the	 bible	 forbids	 gay	
relationships.	She	said:		








challenging	 the	 parent’s	 views	 eventually	 led	 to	 a	 better,	 more	 transparent	 relationship.	
Sarah’s	 experience	 demonstrates	 how	 dispositions	 (a	 key	 component	 of	 the	 habitus)	 can	
evolve	 over	 time	 (Bourdieu	 in	 Costa	 et	 al.	 2015)	 and	 they	 can	 be	 strengthened	 through	
exposure	and	practice.	Sarah’s	key	disposition	here	is	determinism	in	effectuating	her	project	
and	 challenging	 prejudice	 and	 through	 exercising	 that	 determinism	 she	 felt	 empowered	





In	 this	 scenario,	 Archer	 (2003:	 6)	 offers	 sound	 advice	when	 faced	with	 problems	 in	 that,	
‘agents	 can	 act	 strategically	 to	 try	 to	 discover	ways	 around	 it	 or	 to	 deliver	 a	 second-best	
outcome.’	 Sarah	 could	 have	 prepared	 for	 this	 eventuality	 by	 thinking	 through	 what	
concessions	she	could	offer	the	parent	as	compromise	to	mitigate	accusations	of	pushing	an	
‘agenda.’	This	is	a	common	discourse	encountered	when	challenging	heteronormativity	and	
discussed	 more	 in	 the	 following	 chapter.	 With	 the	 strengthening	 of	 their	 social	 justice	
oriented	dispositions	through	the	concrete	realisation	of	their	LGBT+	inclusivity	projects	many	









the	 top-down	 but	 is	 everywhere	 and	 ‘comes	 from	 everywhere’	 (Foucault,	 1998:	 63)	with	




























Fundamentally,	 a	 commitment	 to	 educating	 for	 LGBT+	 inclusivity	 propels	 the	 participants	
through	challenges	in	the	implementation	of	their	projects.	They	understand	that	a	desire	to	
challenge	the	status	quo	to	effectuate	change	and	improve	lives	for	LGBT+	youth	will	involve	





know,	we	can’t	disadvantage	this	child’s	education	 if	 the	child	 is	presenting	as	 this	
gender,	he	is	this	gender,	we	will	do	what	we	can	to	make	this	child	comfortable.	
Stephanie	is	driven	by	a	particular	child	in	the	school’s	care	and	wants	to	ensure	that	the	child	
is	 comfortable	 and	 she	 understands	 that	 challenging	 the	 status	 quo	 is	 an	 integral	 part	 of	
enacting	democracy	(Kincheloe	and	Mclaren,	2002).	Teachers	like	Stephanie	have	to	question	











continuing	 to	 cast	 a	 shadow	over	 education	 and	with	 schools	 ‘highly	 resistant	 to	 change’	
(Zucker,	1987:	446)	being	structured	in	such	a	way	that	they	serve	to	perpetuate	the	status	
quo	 (Giddens,	 1984)	 it	 is	 not	 an	 easy	 task	 to	 challenge	 years	 of	 practice	 which	 has	
compounded	heteronormative	thinking.	These	participants,	at	least	in	the	beginning,	largely	
act	alone	recognising	that	if	they	wait	for	government	legislation	to	mandate	meaningful	and	


























patience	 the	 ‘rules	of	 the	game’	 (Bourdieu,	1977:	201)	which	govern	 the	 field	can	shift	 in	









inclusivity.	 This	 section	 engaged	 with	 participants’	 reflections	 about	 their	 own	 schooling	
experience	around	LGBT+	issues,	engagement	with	the	family	and	as	an	adult	in	the	teaching	
profession	 to	 pinpoint	 moments	 of	 rupture	 in	 the	 heteronormative	 habitus.	 This	 section	
argued	that	teachers	need	space	and	time	to	engage	in	autobiographical	reflection	to	find	






The	 second	 section	 argued	 that	 there	 are	 wider	 professional	 and	 personal	 benefits	 for	
teachers	engaging	in	this	work	in	that	it	helps	them	to	align	their	values	and	beliefs	with	their	
practice.	 It	demonstrated	how	engagement	 in	this	work	can	help	them	act	as	 institutional	






advocate	 for	 LGBT+	 inclusivity.	 It	 focuses	 in	 on	 the	 impact	 of	 two	 principle	 structures:	








The	 preceding	 chapter	 explored	 the	 implications	 of	 participants’	 perceptions	 of	 their	
































This	 thesis	 recognises	 that	 teachers	are	not	 independent	agents	acting	autonomously	but	
instead	 must	 negotiate	 their	 habitus	 within	 a	 wider	 field	 full	 of	 other	 habitus	 which	























The	 principle	way	 in	which	 participants	 encountered	 a	 heteronormative	 discourse	was	 in	
parents	feeling	that	teaching	children	about	LGBT+	people	and	issues	was	incompatible	with	




Draws	 attention	 to	 those	 deviant,	 abjected	 or	 marginalized	 individuals	 who	 are	
somehow	stigmatized	or	discriminated	against	by	the	dominant	sexual	norm.	








own	 ‘ignorance	 and	 bigotry’	 (Sophie,	 Olivia	 and	 Petra)	 positioning	 themselves	 as	morally	
superior.	However,	if	teachers	are	to	engage	parents	and	colleagues	who	have	doubts	about	
LGBT+	inclusivity	in	classrooms	it	would	be	beneficial	to	understand	their	arguments	rather	















media	 and	 escalating	 hate	 crimes	 (Dodd,	 2019).	 Teachers	 could	 explore	 the	 work	 of	
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academics	like	Professor	Omid	Safi	(2003)	and	Scott	Siraj	al-Haqq	Kugle	(2010)	who	reconcile	

















enable	 teacher	 agency.	 Ultimately,	 teachers	must	 be	wary	 of	 preconceptions	 and	 remain	











classrooms	 and	 holding	 workshops	 for	 them	 to	 see	 what	 they	 would	 be	 teaching	 their	
children.	 For	 some	 this	 helped	 ease	 parents’	 apprehensions	 but	 for	 others,	 like	 Sarah,	
frustratingly	 no	 parents	 came.	 Some	 (DePalma	 and	 Atkinson,	 2009a)	 have	 questioned	















and	we	will	 get	 through	 it,’	 and	 they	 can	 just	 realise	 that	 it	 is	 something	 we	will	 be	
teaching.	
Sophie	 understands	 that	 her	 own	 habitus	 and	 those	 of	 her	 colleagues	will	 not	 always	 be	
aligned	 with	 everyone	 in	 the	 field.	 However,	 by	 engaging,	 not	 bowing	 to	 pressure	 and	




On	 a	deeper	 level,	 conflicts	 can	be	 reframed	as	opportunities	 to	 challenge	 teachers’	 own	
perceptions	of	parents	and	see	that	conflict	is	often	a	visible	sign	that	their	work	is	making	an	







The	 implications	 for	 teachers	 attempting	 this	 work	 is	 to	 understand	 that	 encountering	
challenge	is	more	likely	than	not.	However,	there	are	certain	approaches	that	work	best	to	
navigate	 those	challenges:	 firstly,	 engage	 in	dialogue	with	parents,	 colleagues	or	 students	
who	 disagree	 with	 LGBT+	 inclusivity.	 Secondly,	 attempt	 to	 understand	 where	 their	
apprehensions	 are	 coming	 from	 and	 thirdly,	 be	 prepared	 to	 provide	 counter-arguments	
related	to	the	school’s	duty	to	reflect	the	full	diversity	of	society,	the	impact	visibility	can	have	







disagree	 with	 the	 work	 but	 targeted	 and	 attacked	 participants	 and	 their	 colleagues.	






external	person	 they	wouldn’t	have	been	able	 to	 tell.	 I	 think	 they	would	have	 just	
thought	he	was	professional	but	he	was	really,	really	hurt	by	it.	








Her	 repetition	 of	 the	 word	 ‘we’	 frames	 how	 this	 shifted	 from	 an	 individual	 attack	 to	 a	
collective	call	to	arms.	Rather	than	deterring	the	staff	from	teaching	LGBT+	inclusive	practice,	
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the	 parental	 attacks	 helped	 to	 galvanise	 the	 teaching	 staff	 to	 stand	 united	 against	 their	
behaviour	 fostering	 solidarity	 and	 increased	 activism.	 This	 nurtured	 a	 sense	 of	 collective	
agency	where	‘participants	achieve	unity	of	effort	in	common	purpose’	(Bandura,	2006:	131).	
The	common	purpose	being	 to	 tackle	 the	concrete	discrimination	emanating	 from	certain	
parents.	Meyers	(2008)	details	how	in	cases	of	harassment	against	teachers	based	on	gender	
or	sexual	orientation	there	is	a	need	for	institutional	support	in	the	form	of	policies,	robust	
training	and	consistency	 in	 terms	of	how	the	school	 responds	 to	 those	parents.	Evidently,	








































Some	older	 teachers	would	have	grown	up	 in	and	had	 their	own	childhood	and	schooling	
habitus	 filtered	 by	 heteronormativity	 which	 informs	 their	 views	 of	 LGBT+	 people.	
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Additionally,	many	of	these	teachers	will	have	taught	during	the	implementation	of	Section	
28	 which	 forbade	 the	 promotion	 of	 homosexuality	 in	 schools	 as	 a	 pretended	 family	
relationship.	Also,	 it	 is	understandable	that	 if	an	 issue	has	not	already	affected	the	self	or	















about	 what	 they	 understand	 as	 common	 sense	 and	 help	 colleagues	 to	 unpick	 their	 own	
understanding	 of	 heteronormativity	 and	 how	 it	 has	 been	 developed	 through	 social	
environments	(Bourdieu,	1991)	at	various	points	in	history	and	serves	certain	interests	at	the	
expense	of	others.	Gramsci	(1971)	highlights	how	our	common	sense	or	hegemony	is	often	
linked	 to	 our	 ‘spontaneous	 consent’	 given	 over	 to	 bourgeois	 ideas	 and	 values	 which	 are	
produced	through	media,	politics,	religion	and	culture	as	common	sense.	Therefore,	for	those	
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a	 sense	of	 frustration	upon	emerging	 from	teacher	 training	and	encountering	educational	


















details	 as	 ‘different	 opinions,	 values	 and	 priorities,	 and,	 basically	 and	 essentially,	 with	
different	material	 interests.’	They	are	 the	subject	of	vocal	public	discussion	about	what	 is	
considered	‘right,	permissible,	acceptable,	and	healthy,	and	what	is	not.’	(Ceplak,	2013:	164).	
And	 whilst	 hysteria	 over	 same-sex	 relationships	 has	 died	 down	 in	 recent	 years	 through	






advocate	 for	 it.	 Here	 Sophie	 demonstrates	 how	 this	 discourse	 subconsciously	 affects	 her	
thoughts	and	actions	as	she	describes	the	‘appropriateness’	of	the	resources	made	available	
to	her	students:		





I	 remember	 the	 first	 time	we	watched	And	Tango	Makes	Three3,	me	and	my	 teaching	






On	 an	 intellectual	 level,	 Sophie	 and	Olivia	 understand	 that	 this	work	 is	 necessary	 to	 help	
young	people	understand	that	LGBT+	people	exist	in	society	and	can	help	erase	feelings	of	
stigma,	 shame	 and	 guilt	 about	 non-normative	 identity	 yet	 emotionally	 they	 display	 a	
hypervigilance	about	just	how	‘appropriate’	that	teaching	is.	Unconsciously,	they	are	affected	
by	what	Giroux	(1996)	has	referred	to	as	a	‘Walt	Disneyfication’	of	school	culture	whereby	
students	 must	 be	 sheltered	 from	 the	 real	 world	 and	 injustice	 which	 deprives	 them	 of	
opportunities	 for	developing	empathy,	 understanding	of	 the	world	 and	how	 to	 change	 it.	




Sophie	 and	 Olivia’s	 examples	 highlight	 how	 structures	 and	 agents	 are	 ontologically	






heterosexuality,	 the	 family	and	 typical	 gender	 roles	 (Dowson	 in	Giffney	et	 al.	 2009).	 They	










automatically,	 instead	 it	 is	 brought	 into	 reality	 day	 by	 day	 by	 teachers	 willing	 to	 push	
boundaries	through	repetition	of	acts	which	deconstruct	the	hetero/other	binary	to	actualise	
new	 possibilities	 in	 the	 classroom.	 After	 having	 explored	 how	 heteronormative	 discourse	





As	 we	 have	 seen	 through	 the	 participants’	 data	 and	 due	 to	 its	 all-pervasive	 nature,	






















schooling	 on	 the	 development	 of	 the	 habitus.	 It	 could	 be	 argued	 that	 Alexander’s	 self-
regulation	makes	him	complicit	in	his	own	subordination	(Bushnell,	2003)	colluding	in	his	own	
invisibility	(Patai,	1992).	On	the	other	hand,	the	decision	to	reveal	one’s	sexuality	is	a	personal	
one	 and	much	 has	 been	 written	 about	 benefits	 and	 disadvantages	 of	 coming	 out	 in	 the	














their	 sexuality	 and	must	 thus	 appear	 ‘acceptably	 gay’	 (Gray,	 2013:707).	 It	 reinforces	 how	
heteronormativity	 categorises	 the	other	 as	 deviant	 and	provocative.	 Instead	what	 Charlie	










includes	some	(perhaps	 temporary)	 regulation	of	his	own	sexuality	 that	 is	a	sacrifice	he	 is	
willing	to	make	to	actualise	his	goals.		
	
Heteronormativity,	as	one	of	 the	 ‘primary	systems	of	power	structuring	our	 lives’	 (Cohen,	
1997:	 446)	 can	 be	 so	 all-pervasive	 that	 even	 advocates	 of	 LGBT+	 inclusivity	 can	 still	
subconsciously	manifest	heteronormative	discourses.	Sophie’s	account	of	a	serious	case	of	












their	behaviour	 is	normal	 (typical)	and	that	by	 transgressing	gender	norms	the	victim	was	
‘asking	for	it.’	There	is	a	need	for	constant	vigilance	in	how	we	speak	as	heteronormativity	is	
so	pervasive	 that	even	allies	passionate	about	 this	work	can	unconsciously	describe	 these	






As	 well	 as	 contending	 with	 heteronormativity,	 the	 other	 principle	 structural	 challenge	

















Another	 impact	 of	 reduced	 financial	 resources	meant	 that	 training	 in	 LGBT+	 equality	 and	
inclusivity	would	be	affected.	Stephanie	lamented	how:		
	Using	 the	 Stonewall	 resources	 was	 quiet	 daunting	 and	 I	 can	 imagine	 that	 if	 you	
haven’t	had	a	really	good	trainer…	then	you	could	easily	get	yourself	tangled	up	 in	
knots	with	what	you	are	saying.	







Furthermore,	 the	 participants’	 prioritising	 of	 LGBT+	 inclusivity	 stemmed	 from	 a	 personal	
conviction	and	sense	of	wider	responsibility	towards	the	plight	of	marginalised	groups	which	
did	not	necessarily	naturally	spur	their	colleagues	to	the	same	level	of	action.	An	explanation	























prosper	 (D’Emilio,	 1993)	 as	 it	 has	 allowed	young	people	 to	 leave	 the	 family	home	 (which	
usually	only	happened	to	enter	marriage)	and	be	themselves.	However,	at	the	same	time,	its	






In	 the	 process,	 social	 justice	 projects	which	 are	 not	 deemed	 to	 have	 economic	 value	 are	








prioritise	 them	 in	 the	 face	 of	 accountability	 structures.	 They	 demonstrate	 an	 ideological	
commitment	 to	 realising	 social	 justice	 oriented	 projects	 in	 their	 fields	 of	 practice.	 The	
participants	 were	 not	 content	 to	 be	mere	 ‘technicians’	 who	 ‘apply	 rules	 and	 procedures	





I	 found	 it	 interesting	 how,	 rather	 than	 being	 constrained	 by	 neoliberal	 accountability	
structures,	 teachers	 appropriated	 these	 tools	 to	 advance	 their	 LGBT+	 inclusivity	 projects.	
Sarah	described	how:		
We	also	record	all	of	our	incidents	on	[a	behaviour	management	database]	we	have	added	




We	 do	 questionnaires	 every	 year,	 ‘Have	 you	 heard	 this	 word	 or	 that	 word	 on	 the	
playground?’	So,	we	are	keeping	an	eye	and	making	sure	that	it’s	not	being	used	if	we	
aren’t	hearing	it.	
Olivia	 and	 Eve	 used	monitoring	 of	 planning	 and	 display	work	 and	 lesson	 observations	 to	








































in	 the	 union	 to	 keep	 her	 up-to-date	 on	 policy	 and	 correct	 terminology,	 her	 links	 often	








































sort	of	awareness	and	LGBT+	rights…	 I	know	 I	have	backup,	 it	 sounds	militant…	 in	 the	









endeavour.	Networks	 can	be	 tapped	 into	 to	draw	strength,	 knowledge	and	support	when	
adversity	arises.	The	relationship	Stephanie	had	with	the	secondary	school	is	an	example	of	
what	 Portes’	 (1998)	 refers	 to	 as	 instrumental	 social	 capital	 where	 a	 development	 of	
relationships	is	beneficial	to	both	sides	achieving	their	own	goals.	In	Stephanie’s	case,	she	is	
provided	with	affective	and	cognitive	support	through	dissemination	of	knowledge	and	the	








extended	out	 to	networks	and	 charities	who	he	worked	with	 to	advance	his	projects	 and	




































to	 just	 communicate	with	 them	 and	what	was	 slightly	 irritating	was	 that	 she	 said	
nothing	different	to	what	I	had	said	at	the	staff	meeting	a	few	months	before!	But	
they	wouldn’t	take	my	word	for	it	[laughs].	I	felt	that	they	needed	to	see	a	real-life	











less	 supported	 in	 their	 field.	 Lipponen	 and	 Kumpulainen	 (2011)	 explain	 how	 professional	
communities	and	programs	can	help	teachers	avoid	the	isolating	nature	of	teaching	practice	
and	 provide	 them	 with	 space	 to	 develop	 sustained	 dialogue	 and	 interaction	 rather	 than	
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didactic	processes.	 	 Teachers	 trying	 to	educate	 for	 LGBT+	 inclusivity	 in	 fields	 that	are	 less	
supportive	of	their	projects	can	benefit	from	developing	links	with	outside	agencies	to	gain	
the	 support	 and	 encouragement	 lacking	 in	 their	 own	 context.	 This	 can	 help	 them	 to	


































facilitates	 the	 enactment	 of	 their	 agency	 in	 pursuing	 their	 LGBT+	 inclusive	 projects.	 The	
relationships	 they	 build	 in	 and	 outside	 of	 school	 are	 key	 in	 developing	 the	 collective	
knowledge	and	activist	potential	of	a	field.	The	more	social	capital	 is	fostered	in	pursuit	of	
their	LGBT+	inclusive	goals	the	more	new	shared	norms	can	be	established	with	the	values	of	
equality	 and	 inclusion	 reinforced	 in	 the	 field.	 Nonetheless,	 Stephanie’s	 experience	
demonstrates	 that	 capitals	 have	 no	 universal	 value	 and	 are	 dependent	 upon	 the	 social	

















strong	commitment	 to	critical	 reflection.	Teachers	 critically	analysed	 their	practice	 from	a	




























the	heteronormative	discourse	 she	once	perpetuated.	Her	 reflections	 are	 symptomatic	of	
someone	engaging	with	their	internal	conversation	(Archer,	2003)	rewriting	it	in	alignment	
with	 their	 values	 and	 using	 this	 new	 knowledge	 to	 transform	 themselves	 and	 their	work	
environment.	 Fundamentally,	 training	 in	enquiry	 is	 crucial	 for	 teachers	 to	enable	 them	 to	
recognise	how	their	words	and	actions	can	both	perpetuate	and	disrupt	heteronormativity.	
Darling-Hammond	 (2000)	 explains	 how	 learning	 to	 look	 at	 the	 world	 from	 multiple	







This	 internal	 deliberation	 and	 reflection	 extended	 into	 how	 teachers	 negotiated	 the	
enablements	and	constraints	afforded	by	their	own	sexualities	whilst	attempting	to	realise	


































Indeed,	 there	 are	 complications	 both	 for	 straight	 allies	 and	 LGBT+	 teachers	 as	 each	must	
grapple	with	being	accused	of	either	pushing	an	agenda	(Martino	and	Potvin,	2016)	or	not	
having	the	lived	experience	to	be	informed	enough	to	teach	this	work	(DePalma	and	Atkinson,	
2009c).	 Ultimately,	 heterosexual	 teachers	 are	 crucial	 allies	 in	 helping	 effectuate	 LGBT+	



















in	primary	schools	 training	staff	and	students.	Out	members	of	 the	LGBT+	community	 like	




This	 chapter	 explored	 the	 impact	 of	 heteronormativity	 and	 neoliberalism;	 two	 structural	
constraints	that	impacted	upon	the	realisation	of	the	participants’	LGBT+	inclusivity	projects.		
Section	one	explored	how	to	counter	resistance	from	parents	or	colleagues	based	on	religious	








chapter	 also	 explored	 how	 teachers	 negotiate	 neoliberalism	 in	 the	 classroom	 and	 how	
structures	of	accountability	can	be	co-opted	to	actualise	social	justice	oriented	goals.		
	
The	 second	 section	 of	 the	 chapter	 explored	 how	 teachers	 must	 reflect	 on	 the	 capitals	
available	to	them	and	be	readily	prepared	to	employ	them	in	the	realisation	of	their	goals.	
Teachers	 are	 advised	 to	 develop	 their	 social	 capital	 through	 strong	 networks	 inside	 and	
outside	of	 their	 field	of	practice	 to	develop	knowledge	and	skills	and	provide	a	safety	net	
when	encountering	challenges.	Next,	the	importance	of	critical	reflection	was	highlighted	in	
how	it	can	empower	teachers	to	question	the	status	quo	and	develop	self-knowledge.	Finally,	















The	 previous	 chapter	 explored	 the	 wider	 structural	 challenges	 teachers	 faced	 in	
implementing	their	LGBT+	inclusivity	work.	It	engaged	with	how	these	structures	impacted	






chapter	 starts	 by	 exploring	 the	 notion	 of	 creating	 an	 LGBT+	 inclusive	 collective	 habitus	
oriented	 around	 celebrating	 LGBT+	 identities	 with	 a	 focus	 on	 language	 and	 terminology	























I	 shared	a	story	a	 few	years	ago	with	them	and	 it	was	really	 interesting.	 I	was	 just	
reading	it	like	any	other	story	and	the	children	just	really	don’t	even	sort	of	notice	[its	
LGBT+	theme]	in	a	way	which	is	really	nice.	











unable,	 as	Bernstein	 (1970)	writes,	 to	 compensate	 for	 society	or	 as	 Luhmann	 (1998:	 143)	
more	critically	states;	that	representation	will	not	necessarily	lead	to	‘the	realization	of	the	
latter’s	 normalcy,	 and	 finally	 a	 happy	 end	 to	 discrimination.’	 Bourdieu	 (1974)	 has	written	
extensively	about	the	impact	schooling	makes	in	nurturing	the	habitus.	Whilst	the	habitus	can	
be	individual	 it	can	also	be	a	collective	phenomenon	(Kelly	and	Lusis	2006).	Consequently,	








into	 schools	 that	 had	 embedded	 robust	 LGBT+	 inclusive	 education,	 found	 they	 had	 great	
reductions	in	LGBT+	related	bullying	compared	to	those	not	engaged	in	such	initiatives.	This	
research	is	enhanced	by	the	findings	of	Kosciw	et	al	(2012,	2014)	and	Thapa	et	al,	2013)	who	



























a	consistent	positive	message	 from	all	 staff.	Charlie	detailed	a	process	 that	was	 typical	of	
many	of	the	participants:		




We	 can’t	 have	 people	 in	 the	 office	 saying	 different	 things	 than	 the	 people	 in	 the	
classroom.	You	have	got	to	have	it	across	the	board.	
The	 teachers	 understood	 that	 achieving	 hegemony	 depends	 upon	 consensus	 production	











































contexts.	 It	 must	 allow	 for	 teachers	 and	 parents	 to	 express	 frustrations	 and	 doubts	 and	










ideologies.	 This	 is	 difficult	 and	 a	 key	 block	 in	 engaging	 colleagues	 in	 this	 work.	 Speaking	
terminology	with	 ease	 gave	 staff	 confidence	when	 challenging	 prejudice	 and	 empowered	
teachers	 afraid	 of	 using	 the	wrong	words	 or	 offending.	 Participants	 spoke	 fluently	 in	 the	
language	of	gender	and	sexual	orientation	and	recognised	the	power	of	words.	They	critiqued	





























are	 powerful,	 memorable	 and	 concise,	 helps	 create	 new	 discourses	 that	 confront	 the	
dominant	assumptions	 implicit	 in	heteronormative	thinking.	Also,	participants	must	reflect	









to	say	 instead,	 ‘Good	morning	children.’	 In	the	same	way	that	we	wouldn’t	say,	 ‘Good	
morning	blacks	and	whites’	or	‘Good	morning	Muslims	and	Christians.’		
These	binaries	reinforce	the	idea	that	there	are	two	types	of	children	perpetuating	the	idea	
that	 acting	 outside	 of	 predetermined	 roles	 can	 be	 dangerous	 as	 it	 violates	 deep	 cultural,	
religious	 and	 societal	 standards	 (Giffney	 et	 al.	 2009).	 However,	 Charlie	 questioned	 the	
common	sense	which	constructs	the	collective	habitus	challenging	it	as	not	fit	for	purpose	or	
inclusive.	 He	 is	 determined	 to	 move	 beyond	 what	 Carlson	 (2002)	 describes	 as	 the	 ‘safe	






As	 normalisation	 is	 spoken	 into	 actuality	 through	 small	 acts	 of	 interrupting	 hegemonic	
heteronormativity	so	too	can	the	new	collective	LGBT+	inclusive	habitus	be	spoken	and	acted	
















how	 these	 transformations	do	not	happen	overnight	but	 take	place	on	 the	 level	of	 social	

































lot	of	 issues	 compared	 to	 this	 year.	They	 [the	parents]	have	kind	of	accepted	 that	we	
aren’t	teaching	anything	inappropriate.	
Sophie	and	her	team	demonstrated	a	disposition	for	perseverance	for	once	they	initiated	the	


































teachers	 use.	 	 The	 participants	 were	 not	 just	 critiquing	 the	 system	 but	 were	 actively	
articulating	 and	 creating	 the	 alternate	 reality	 they	 sought.	 Some,	 like	 John,	 used	 their	
appearance	 to	 challenge	 heteronormative	 ideals	 about	 gender.	 This	 is	 a	 powerful	way	 to	
disrupt	 heteronormativity	 as	 it	 is	 a	 constant	 visual	 reminder	 of	 the	 alternate	 ways	 of	
expressing	gender	that	exist	outside	the	norm:				




John’s	 appearance	 ruptures	 heteronormativity	 by	 challenging	 hegemonic	 ideals	 of	
masculinity	which	often	erases	and	stigmatises	certain	ways	of	being	a	man	(Sinclair,	2017).	
His	appearance	(his	embodied	habitus)	provides	windows	of	possibility	of	gender	expression	
for	his	 students.	Through	his	being,	he	 is	deconstructing	 the	hetero/other	binary	 resisting	




that	 this	 act	 is	 a	 brave	 one,	 one	 that	 has	 led	 to	 conflict	 with	 parents	 about	 the	
‘appropriateness’	 of	 his	 attire	 an	 example	 of	 how	 ‘gender	 norms	 exert	 violence	 on	 those	
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bodies	 that	 violate	 such	norms	 (Chambers	 and	Carver,	 2008:	 76)	 but	 this	 is	 a	 risk	 John	 is	
prepared	to	take.	As	he	has	gotten	older	he	noticed	the	subtle	ways	that	parents	accepted	








included,	 safe	 and	 nurtured	 in	 their	 development.	 Teachers	 benefit	 from	 creating	 a	 clear	
vision	of	the	reality	they	want	to	create	and	take	steps	to	achieve	it	sometimes,	 like	John,	














to	 becoming	 motivated	 to	 educate	 for	 LGBT+	 inclusivity	 one	 does	 not	 have	 to	 have	
experienced	marginalisation	to	becoming	motivated	to	engage	 in	 this	work.	 Indeed,	many	





especially	 for	 those	participants	who	 identify	as	LGBT+.	 I	argue	 that	more	 teachers	would	
better	engage	with	LGBT+	inclusive	education	if	they	were	given	time	to	reflect	upon	their	
own	 experiences	 as	 learners,	 teachers	 and	 adults	 to	 locate	 key	 points	 of	 motivation	
throughout	 their	 biographies	 that	 can	 help	 them	 affix	 LGBT+	 inclusivity	 within	 their	 own	
habitus.	They	need	to	be	encouraged	to	rupture	their	own	habitus	and	its	complicity	with	the	






the	 habitus	 and	 Brookfield’s	 (1995)	 theories	 around	 critical	 reflection	 which	 focus	 on	
exploring	 biographies	 as	 learners,	 experiences	 as	 teachers	 and	 knowledge	 of	 educational	
theory.	I	argue	that	this	reflective	approach	is	necessary	for	teachers	to	begin	to	understand	
how	heteronormativity	has	shaped	their	lives	and	teaching	practice	and	has	the	potential	to	
bring	 about	 a	 rupture	 of	 the	 heteronormative	 habitus	 in	 creation	 of	 an	 LGBT+	 inclusive	
	 149	
habitus.	 The	 HRF	 takes	 the	 key	 moments	 the	 participants	 identified	 as	 motivating	 their	

























Evidently,	 some	 teachers	 engaging	 with	 this	 framework	 may	 have	 beliefs,	 religious	 or	
otherwise,	which	 render	 the	concept	of	educating	 for	 LGBT+	 inclusivity	 incompatible	with	
their	 values.	However,	what	 this	 framework	attempts	 to	do	 is	 to	help	 teachers	 reposition	












the	 tools	 and	 language	 to	 tackle	 homophobia,	 challenge	 heteronormativity	 and	 promote	
equality	 which	 then	 has	 the	 potential	 to	 better	 enable	 LGBT+	 youth	 to	 articulate	 their	
experiences.	The	development	of	critical	thinking	skills	in	young	people	is	essential	for	helping	
students	 to	 understand	 the	 causes	 of	 oppression,	 learn	 about	 human	 rights,	 experience	
democratic	 practices	 and	 promote	 social	 justice	 (Smyth	 et	 al.	 2012	 and	Mills	 et	 al	 2019).	
Giroux	(1988)	describes	the	need	for	‘the	language	of	critique’	and	‘the	language	of	possibility’	



















David	 recognised	 that	 a	 safe	 space	 is	 needed	where	 children	 feel	 they	 can	 be	 open,	 ask	
questions	and	discuss	issues	of	gender	identity	and	sexual	orientation	without	risk	of	harm.	
His	 experience	 reflects	 those	 of	 Bragg	 et	 al	 (2018)	 who	 found	 that	 students	 often	 have	
expanded	 vocabularies	 of	 gender	 identity	 and	 expression	 and	 need	 an	 outlet	 in	which	 to	
reflect	 upon	 their	 positions	 and	 grapple	 with	 the	 rights	 of	 gender	 and	 sexual	minorities.	




have	 developed	 critical	 thinking	 and	have	 instead	maintained	 the	 existing	 social	 order	 by	
using	what	Freire	 (2003)	 refers	 to	as	 the	 ‘banking	method’	of	education	where	pupils	are	
conceptualised	as	passive	receptacles	of	knowledge	to	be	filled	up	with	whatever	those	in	
power	deem	necessary	to	both	perpetuate	the	status	quo	and	feed	the	economy.	This	model	
manifests	 itself	 in	 neoliberal	 accountability	 systems	 that	 primarily	 value	 test	 scores	 and	




in	 schools	 is	 not	 explicitly	 the	 fault	 of	 teachers	 as	 teacher	 education	 has	 been	 purged	 of	





parents	 as	 well.	 They	 have	 a	 right	 to	 know	 what	 their	 children	 are	 being	 taught	 and	
understand	 why	 this	 work	 is	 being	 done.	 This	 can	 also	 give	 teachers	 opportunities	 to	
demonstrate	their	respect	for	and	consideration	of	parental	rights	about	how	their	children	
are	educated.	Many	 teachers	described	setting	up	opportunities	 for	parents	 to	come	 into	
school	to	observe	lessons,	read	through	teaching	materials	and	ask	questions.	Although	some	
participants	 expressed	 frustration	 that	 these	 events	 were	 often	 poorly	 attended	 their	
existence	 provides	 transparency	 and	 opportunities	 for	 misconceptions	 to	 be	 addressed.	
Stephanie	underlined	that	this	openness	was	about	changing	‘the	culture	of	the	school	rather	
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than	 bullying	 people	 into	 thinking	 what	 I	 think.’	 This	 happens	 through	 dialogue	 and	
understanding.		
	
Another	 reason	why	critical	 thinking	 skills	are	 integral	 to	LGBT+	 inclusivity	projects	 is	 that	
some	 children,	 often	 from	conservative	 religious	backgrounds,	will	 at	 some	point	have	 to	
reconcile	 two	contradictory	habitus;	one	accepting	of	LGBT+	 inclusivity	and	one	not.	They	
then	exist	as	members	of	different	‘cross-cutting	normative	circles’	each	of	which	tends	to	
influence	 their	 behaviour	 in	 certain	 ways	 (Coutrot	 and	 Elder-Vass,	 2011:	 133).	 Bourdieu	
(2000)	 labelled	 the	 phenomenon	 as	 having	 a	 habitus	 clivé	 which	 he	 describes	 enduring	







I	 fit	 in	with	 the	 boys.’	 It	 is	 really	 difficult	 because	 you	 feel	 like	 you	 don’t	want	 to	










school	 and	 from	 home.	 Aarseth	 et	 al	 (2016:	 149)	write	 that	 the	 habitus	 clivé	 has	 radical	
potential	 in	 that,	 it	 can	 ‘impede	 change,	 facilitate	 change,	 or	 simultaneously	 impede	 and	
facilitate.’	 Other	 participants	 had	 come	 across	 children	 with	 habitus	 clivé	 on	 numerous	











wrong	 but	 rather	 helping	 the	 child	 to	 understand	 that	 there	 are	 different	 points	 of	 view	
















This	 section	 has	 explored	 how	 critical	 thinking	 skills	 are	 integral	 to	 educating	 for	 LGBT+	
inclusivity	 as	 they	 help	 students	 understand	 the	 complexity	 of	 the	 world	 around	 them.	
Teachers	 have	 a	 key	 role	 in	 helping	 students	 raise	 their	 critical	 consciousness	 through	 a	
beginning	awareness	of	how	wider	structures	of	oppression	work	and	what	potential	there	is	
in	their	own	lives	to	challenge	them.	Critical	thinking	skills	can	also	help	students	reconcile	


























that	 rather	 than	 taking	 a	 dichotomised	 approach	 to	 LGBT+	 identities	 which	 results	 from	
essentialist	teaching	they	took	a	dialectical	approach	which	conceptualises	the	world	as	 ‘a	
layered	system,	a	 totality,	a	chain	of	 relationships	and	processes’	 (Apple	et	al,	2011).	This	
makes	explicit	the	relationships	between	LGBT+	and	others	focusing	on	what	Allman	(2007:	
58)	explains	how:		
When	we	 conceptualize	 entities	 as	 internally	 related	 and	 focus	 on	 the	ways	 in	which	
within	an	internal	relation	the	entities	mutually	and	reciprocally	shape	and	determine	one	
another	 i.e.	 the	 movement	 and	 internal	 development	 of	 one	 another,	 we	 begin	 to	
understand	 the	 world	 and	 our	 experiences	 within	 the	 world	 in	 a	 more	 complex	 and	
comprehensive	manner.	
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Therefore,	when	attempting	to	move	beyond	essentialism;	 it	 is	 important	to	consider	that	
teachers	need	‘the	pedagogical	apparatus	to	make	it	work	as	anything	other	than	an	essential	
categorization’	(Ellis,	2007:	24).	Time	and	effort	needs	to	be	expended	by	all	staff	to	ensure	
teachers	 understand	when	 their	 teaching	 is	 tokenistic	 and	when	 it	 is	 embedded,	 eroding	
heteronormativity	and	promoting	social	justice.	Ultimately,	through	a	habitus	either	shaped	
by	 their	own	experiences	of	marginalisation	or	 time	spent	 reflecting	upon	the	privilege	of	











al,	 1999	 in	 Ayers,	 2009).	 Additionally,	 teachers	 must	 also	 conceptualise	 themselves	 as	







curriculum	 alongside	 teaching	 students	 critical	 thinking	 skills	 to	 challenge	 injustice	 and	
negotiate	complexity,	 links	are	made	with	LGBT+	people	within	 the	wider	community	and	
schools	 challenge	misconceptions	 of	 parents	 and	 colleagues	 and	 support	 one	 another	 in	
completing	 this	 work.	 Teachers	 constantly	 reflect	 together	 upon	 how	 heteronormative	
practices	are	impacting	students	and	take	steps	to	disrupt	it.	Then	teachers	slowly	reorient	
the	 collective	 inclusive	habitus	 towards	one	 that	 embraces	 and	 celebrates	 non-normative	
gender	and	sexual	identities	actualising	post-heteronormative	spaces.		Essentially,	teachers	
start	 to	 cease	 focusing	 on	 particular	 instances	 of	 oppression	 and	 instead	 look	 at	
problematising	 the	wider	 structures	 that	 result	 in	marginalisation.	 They	 can	 then	 critique	



















This	 chapter	 aimed	 to	 explore	 lessons	 learnt	 form	 participants	 attempts	 to	 successfully	
embed	LGBT+	inclusive	practice.	Firstly,	it	analysed	how	through	vigilance	and	effort	over	time	
teachers	can	realise	an	LGBT+	inclusive	collective	habitus	which	involves	a	proactive	approach	
to	 training	 staff	 around	 the	 language	 and	 terminology	 of	 gender	 and	 sexual	 orientation.	
Secondly,	it	emphasised	how	sustained	interruption	of	heteronormativity	over	time	creates	
a	more	 inclusive	 ethos	 in	 schools	which	 better	 prepares	 schools	 to	 support	 children	who	
question	their	gender	identity.	Thirdly,	it	introduced	the	Habitus	Reflection	Framework	which	




effectively	 teachers	 need	 space	 within	 their	 training	 and	 practice	 to	 reflect	 upon	 their	
experiences	 and	 integrate	 it	 in	 to	 meaningful	 and	 purposeful	 actions	 in	 their	 fields.	 As	
Mohanty	(1989:	185)	reminds	us:		




I	 argue	 that	 time	 spent	 reflecting	on	 finding	biographically	 located	motivations	 for	 LGBT+	




























This	 thesis	 has	 illustrated	 that	 teachers	 can	 be	 powerful	 agents	 in	 disrupting	
heteronormativity	through	establishing	LGBT+	inclusive	curriculums	in	primary	schools.	It	has	
shown	that	with	sustained	effort	and	support	from	a	wide	range	of	social	networks	teachers	






in	the	 literature,	 it	provides	useful	 insights	 for	 teachers	and	academics	 in	how	meaningful	
LGBT+	inclusive	education	can	be	embedded	in	schools.	Furthermore,	this	research	offers	a	
unique	 theoretical	 perspective	 on	 their	 experiences	 by	 combining	 heteronormativity	with	
Bourdieu’s	conceptual	tools	of	habitus	capital	and	field	and	provides	new	insights	into	how	
teachers	can	draw	upon	their	habitus,	social	and	cultural	capitals	to	disrupt	heteronormativity	
and	 embed	 LGBT+	 inclusivity	 practice.	 Throughout	 conducting	 this	 research,	 I	 have	 been	
pleasantly	 surprised	at	 the	 tenacity	and	 resilience	participants	displayed	 in	advocating	 for	
LGBT+	inclusivity.	I	was	personally	touched	and	encouraged	by	their	efforts	and	willingness	
to	endure	protest	and	conflict	in	pursuit	of	their	ideals.	I	was	impressed	by	how	participants	


















critically	 reflect	 making	 connections	 between	 their	 own	 schooling	 and	 motivations	 for	
becoming	a	teacher	with	LGBT+	inclusivity	advocacy.	The	research	revealed	that	each	teacher	
had	 a	moment	 of	 rupture	 of	 the	 heteronormative	 status	 quo	which	 inspired	 their	 LGBT+	
inclusivity	work.	The	implication	here	is	that	teachers	must	be	given	more	opportunities	in	
school	 and	 through	 teacher	 training	 to	 reflect	 on	 their	 biographies	 and	 values	 and	make	
explicit	 links	between	 them	and	educating	 for	 LGBT+	 inclusivity.	 This	 can	help	 to	develop	
motivation	 for	 this	 practice	 and	make	 it	meaningful	 to	 each	 individual	 rather	 than	 simply	
another	diversity	target	to	be	ticked	off	once	a	year.	Furthermore,	this	thesis	finds	that	there	






The	 second	 research	 question	 asked	 ‘How	 do	 participants	 navigate	 structural	 constraints	
when	embedding	LGBT+	inclusivity	education?’	Through	this	research	I	found	that	teachers	
face	 a	 range	 of	 structural	 constraints	 when	 embedding	 their	 projects.	 From	 the	 data,	 I	
identified	 the	 two	 main	 structural	 constraints	 as	 those	 of	 heteronormativity	 and	
neoliberalism.	Heteronormative	 constraints	manifested	 in	a	 variety	of	ways,	most	notably	
from	parents	 and	 colleagues	 finding	 LGBT+	 inclusivity	 incompatible	with	 their	 own	 (often	
religious)	 beliefs.	 The	 most	 successful	 participants	 found	 that	 they	 must	 try	 to	 avoid	
preconceptions	about	which	parents	will	find	LGBT+	inclusivity	problematic	as	they	found	that	









the	participants’	 general	 experiences	were	 that	 conflict	 is	 experienced	 in	 the	 first	 year	of	







through	 personal	 attacks	 upon	members	 of	 staff	 keen	 to	 actualise	 LGBT+	 inclusive	work.	
However,	teachers	found	that	these	moments	often	led	to	a	deeper	solidarity	amongst	staff	
in	engaging	in	this	work	as	it	actualises	the	need	to	actively	address	homophobia,	biphobia	
and	 transphobia	 in	 schools	 through	 creating	 cultures	 that	 celebrate	 LGBT+	 identities.	
Additionally,	 heteronormative	 discourse	 manifested	 through	 encounters	 with	 some	
colleagues	who	 found	 there	 to	 be	 ‘no	problem’	 and	 therefore	 no	need	 to	 educate	 about	
LGBT+	 inclusivity.	This	 situation	demands	 that	 teachers	are	given	space	 to	 interrogate	 the	


















LGBT+	 identities	 (Nussbaum,	2018).	Counteracting	heteronormative	discourse	 takes	effort	
and	repetition	but	can	be	a	powerful	tool	in	establishing	new	norms.			
	
The	 second	 principle	 constraint	 encountered	 by	 participants	 was	 negotiating	 the	
accountability	culture	developed	in	schools	through	the	alignment	between	education	and	
neoliberalism.	Whilst	the	effects	were	not	as	overtly	obvious	as	those	of	heteronormativity,	
neoliberalism	subtly	constrains	social	 justice	projects	by	encouraging	 teachers	 to	 focus	on	









to	 prioritise	 this	 work	 if	 efforts	 are	 made	 to	 make	 space	 for	 it.	 Additionally,	 lesson	





social	 capital	 to	ensure	 it	 is	 taught	effectively.	This	 thesis	argues	 that	drawing	 from	social	
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capital	 is	 fundamental	 in	successfully	embedding	this	work.	Teachers	need	to	engage	with	
various	networks	that	can	support	their	LGBT+	inclusivity	work	these	include,	local	schools,	
LGBT+	 charities	 that	 can	 provide	 support	 and	 training,	 LGBT+	 members	 of	 the	 school	






social	 capital	 than	 others.	 However,	 social	 capital	 can	 be	 built	 up	 over	 time	 through	









commitment	 to	 critical	 reflection.	 I	 argue	 that	 as	 highlighted	 in	 the	 previous	 chapter	 a	
commitment	 to	 engaging	 with	 the	 internal	 conversation	 (Archer,	 2003)	 is	 crucial	 in	














LGBT+	 inclusive	 collective	 habitus	 established	 at	 primary	 school	 continues	 into	 secondary	
school.	Schools	must	proactively	begin	this	work	so	that	when	a	child	presents	as	gender	non-
conforming	 the	 ground	 work	 has	 already	 been	 completed	 to	 ensure	 that	 the	 child	 is	
adequately	supported	and	encouraged	to	thrive	in	the	school	environment.		
	





to	 them,	 for	 example:	 encouraging	 them	 to	 spend	 time	 critically	 reflecting	 upon	 how	 a	















From	 conducting	 this	 research,	 I	 have	 learnt	 that	 creating	 embedded	 LGBT+	 inclusive	
curriculums	 is	a	real	possibility	and	that	teachers	have	significant	agency	 in	creating	these	

















Bearison,	1986)	have	a	 role	 to	play	 in	ensuring	 that	 children	 learn	 from	an	early	age	 that	
LGBT+	 identities	 are	 a	 normal	 part	 of	 a	 rich,	 diverse	 society.	 Ideally	 then,	 this	 collective	
habitus	 can	 filter	 out	 into	 society	 over	 the	 coming	 generations	 helping	 to	 eradicate	
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• Have	 your	 efforts	 to	 visibilise	 LGBT+	 lives	 and	 themes	 had	 an	 effect	 on	 your	 students,	
parents	and	colleagues?		
• How	supported	do	you	feel	by	senior	leadership	in	conducting	this	work?		
• Have	you	received	training	in	educating	for	LGBT+	inclusivity?	
• Is	there	anything	further	you	would	like	to	add?		
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Appendix	B:	Participant	Questionnaire.		
Thank	you	for	agreeing	to	participate	in	this	study	exploring	how	primary	teachers	educate	for	
LGBT+	inclusivity.	In	order	to	progress	with	the	research	please	fill	out	the	below	information	
and	return	to	b.johnson4@lancaster.ac.uk	who	will	contact	you	in	due	course.		
	
1. What	is	your	age?	
_____________________________	
	
2. How	do	you	define	your	gender	identity?	
______________________________	
	
3. How	do	you	define	your	sexuality?	
_______________________________	
	
4. How	do	you	define	your	ethnicity?	
_______________________________	
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5. How	many	years	have	you	been	teaching?	
_______________________________	
	
	
6. Please	state	(in	as	much	detail	as	you	want)	how	you	have	educated	for	LGBT+	inclusive	
curriculum	within	your	own	school.	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
